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Abstract 
Polysemy refers to multiple senses related to a single word form. It constitutes a significant 
portion of the vocabulary stock of a language and presents a particular challenge to second 
language (L2) learners. A particular difficulty for the L2 learner is learning the various 
patterns, or polysemy constructions, in which a given word might occur. Polysemy 
constructions in L2 acquisition are under-investigated compared with the voluminous works 
on polysemy in cognitive semantics in the first language (L1) and the traditional focus on 
single words in L2 vocabulary research. The paucity of research on Chinese L2 acquisition 
also highlights the urgency of studies on Chinese L2 acquisition of polysemy constructions.  
 
This study investigated the Chinese L2 acquisition of shàng (to go up) constructions by 
English L1 learners. Lexical network theory provides the theoretical framework for testing 
the hypothesis that development of overall L2 proficiency is accompanied by the 
corresponding development of both L2 learners‘ knowledge of polysemy constructions and 
their perception of sense relatedness of the target polysemous word. Furthermore, this 
knowledge and perception is predicted to increasingly approximate that of L1 native speakers 
as L2 proficiency increases. Chinese L1 speakers (N = 501) provided the baseline data 
concerning the perceived sense relatedness of shàng and the learning difficulty of the target 
constructions. Target polysemy constructions were elicited from a set of Chinese L1 speakers 
(n = 92). The second group of Chinese L1 speakers were also asked to assess the L2 
teachability of the forms (n = 95). Another three groups of Chinese L1 participants rated 
these constructions on imageability (n = 68), concreteness (n = 52), literalness (n = 56) and 
subjective frequency (n = 95), all possible factors affecting learning. The acquisition pattern 
of the constructions by Chinese L2 learners was then examined through tasks involving 
translation and judgements of sense relatedness. Chinese L2 learners of English L1 in 
Brisbane (n = 30) and Beijing (n = 66) representing a range of proficiency levels participated. 
The findings showed a scalable sequence in the Chinese L2 acquisition of the target 
constructions. The observed Chinese L2 acquisition sequence approximated the 
prototypicality patterns and subjective frequency evident in the Chinese L1 tasks. It was also 
evident that L2 proficiency level plays a significant role in determining the proximity of the 
Chinese L2 learners‘ patterns to that of the Chinese L1 speakers (n =43). The results are 
explained in terms of the theoretical framework used as well as to language specific factors in 
the L1 and L2. 
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This study has theoretical, methodological and pedagogical implications. At the theoretical 
level, the research not only provides evidence for a stable and systematic pattern of 
acquisition for the target L2 polysemy constructions, but also provides a principled 
explanation for the learning patterns observed. The study extends previous research by giving 
a more comprehensive picture of the L2 acquisition pattern and a deeper understanding of 
potential factors affecting L2 learning. Methodologically, the present research proposes a 
manageable model for future empirical studies on the construction dimension of L2 lexical 
knowledge. Pedagogically, the results suggest that it may be helpful for L2 teachers to 
develop an awareness of the underlying systematicity of sense relatedness. In terms of 
teaching, the results prompt a number of questions for future research about the teaching of 
polysemy constructions. These include the extent to which sense relatedness can be taught 
explicitly and how this process might interact with increasing L2 proficiency. 
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Chapter 1  
Introduction 
 
 
Polysemy is a language phenomenon in which one linguistic form is related to a network of 
interconnected senses. For example, the word over may have the senses of above in position, 
completion, transfer, examining and repetition in different contexts (see Figure 2-1). These 
networks constitute a central part of language knowledge. Polysemous senses are examined 
here as they are realised in the context of constructions. A construction is a stable lexical 
pattern with sufficient frequency. The focus here is on a specific polysemy construction in 
Chinese and the manner in which it is acquired by L2 learners of the language. 
 
1.1    Background 
The background of the research will be established by considering three areas of research: L2 
research on polysemy, L2 acquisition of constructions and Chinese L2 vocabulary 
acquisition. 
  
Polysemy is a ubiquitous phenomenon of one linguistic form with different but related senses 
(Lyons, 1977; Taylor, 2003a, 2003b). The senses are considered to extend from the same 
central origin and form a systematically motivated lexical network. Characterising the nature 
of these networks and how they develop is considered a pivotal issue in cognitive semantics 
(Gries & Divjak, 2009) and has spawned a voluminous literature. However, it still remains an 
under-investigated area in L2 acquisition (Crossley, Salsbury, & McNamara, 2010). 
Polysemous items constitute a significant portion of the vocabulary stock of a language and 
present a particular challenge to L2 learners (Csabi, 2004; Laufer, 1997a; Morimoto & 
Loewen, 2007; Parent, 2009; Schmitt, 2010; Tyler & Evans, 2004). L2 acquisition of 
polysemy is one important indicator of a learner‘s vocabulary knowledge (Qian, 1999, 2002; 
Qian & Schedl, 2004; Schmitt, 2010). Significant as polysemous items are, there is a sparsity 
of L2 research into polysemy, which is contrasted with the proliferation of research on 
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semantic analysis of it (Crossley et al., 2010; Meara, 2002; Schmitt, 1998). As observed in 
Crossley et al. (2010), development in L2 polysemy network needs further investigation. 
 
Among the handful of L2 polysemy studies, there are both pedagogy-oriented and 
acquisition-oriented ones. Pedagogy-oriented studies claim that knowledge of sense 
relatedness is facilitative in teaching (e.g., Csabi, 2004; Kövecses & Szabó, 1996; Tyler & 
Evans, 2004) and provide evidence regarding the interconnected nature of polysemous 
senses. In acquisition-oriented studies, the focus is showing how L2 polysemy proficiency 
develops together with learners‘ lexical network knowledge and conceptual knowledge 
(Crossley, Boggess, & Salsbury, 2009; Crossley et al., 2010; Schmitt, 1998). Prototypicality 
and concreteness may account for L2 polysemy acquisition. Frequency is also claimed to 
account significantly for L2 polysemy acquisition (Crossley et al., 2010), as L2 acquisition of 
polysemous senses is a cumulative and slow process (Schmitt, 1998).  
  
In counting sense frequency,  however, a big challenge arises in regard to identification of 
individual senses (Leacock & Chodorow, 1998; Magnini, Strapparava, Pezzulo, & Gliozzo, 
2002; Miller, Chodorow, Landes, Leacock, & Thomas, 1994). Polysemous senses are 
difficult to distinguish (Evans, 2005; Tyler & Evans, 2001). In order to avoid imposing the 
researcher‘s knowledge of polysemous senses on participants, the current study examines L2 
polysemy constructions instead of directly targeting L2 polysemous senses. Knowledge of 
polysemous items involves information about constructions that contain them (Nation, 2001) 
and constructions are indicative of polysemy, and indeed are one of the primary means of 
identifying polysemous senses (Evans, 2005; Ho, 2008; Sullivan, 2012; Tyler & Evans, 
2001).  
 
In addition, constructions abound in languages, and they pose a considerable challenge to L2 
learners, even to advanced learners (Nesselhauf, 2003). Evidence also shows that 
constructions tend to be processed as unitary chunks by both L1 and L2 speakers (Boers, 
Eyckmans, Kappel, Stengers, & Demecheleer, 2006; Conklin & Schmitt, 2008, 2012; Kuiper, 
2004; Schmitt & Carter, 2004). Research on L2 constructions has been attracting increasing 
attention in the last decade but the research mainly focuses on processing and storage. The 
studies on the processing of constructions provide foundations for the research in L2 
acquisition. However, little is known about the L2 acquisition pattern of the constructions and 
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even less about how L2 learners perceive the sense relatedness in the case of the polysemous 
items in lexical constructions. 
 
Moreover, both the voluminous research on L2 vocabulary acquisition and the few L2 
polysemy studies mainly address English L2 acquisition in the context of other inherently 
close languages such as Dutch (e.g., Kellerman, 1978, 1979b; Verspoor & Lowie, 2003) and 
German (e.g., Elston-Güttler & Williams, 2008). Chinese is genetically far away from 
English but remains under-investigated. It is claimed that Chinese lexis is more polysemous 
with higher context sensitivity than English (Aaronson & Ferres, 1986; Hunt & Agnoli, 1991) 
and is therefore more challenging to L2 learners. Moreover, the arguments and confusion 
over the word unit in Chinese make it particularly advantageous to study Chinese L2 
vocabulary from the perspective of polysemy constructions. 
  
The skill of teaching Chinese as a second language (CSL) is in considerable demand around 
the world, particularly in Australia. The Australian government has established that Chinese 
is one of the four Asian languages that are encouraged to be undertaken in Australian schools 
(Australian Government, 2012). The corresponding demand for research on CSL is also 
increasing but CSL in general is under-investigated. To date, little is known about Chinese L2 
and even less about Chinese L2 acquisition of polysemy constructions. The paucity in 
Chinese L2 research heightens the urgent need to examine Chinese as a target language and 
bridge this research gap. 
 
1.2    Key Terms in the Thesis 
In order to avoid potential confusion, key terms used in the context of the thesis need firstly 
to be defined. In the following sections, lexico-grammatical construction and conceptual 
metaphor will be discussed to provide the necessary background information. 
 
1.2.1    Goldberg’s notion of construction  
The notion of construction put forward by Goldberg and her colleagues (Goldberg, 1995, 
2003, 2006; Goldberg & Casenhiser, 2006, 2008) is used in the research. The term 
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construction is used with different implications in different linguistic fields such as 
generative grammar (e.g., Chomsky, 2000), construction grammar (e.g., Croft, 2001), 
cognitive syntax (e.g., Jackendoff, 1997) and language acquisition (Goldberg, 2005; 
Goldberg & Casenhiser, 2008). Understanding of the notion construction in the present 
research originates from the construction framework (Goldberg & Casenhiser, 2006) in L2 
acquisition. Construction is used in the sense of ―systematic phrasal patterns of form and 
function  […] with sufficient frequency‖ (Goldberg & Casenhiser, 2006, p. 343) (see N. C. 
Ellis, 2008). This definition necessitates two conditions, systematic phrasal pattern and 
sufficient frequency, and is more comprehensive and inclusive than other similar definitions. 
Sufficient frequency means ―[…] the co-occurrence is larger than expected on the basis of 
chance‖ (N. C. Ellis, 2008, p. 2). Words tend to go together and understanding the customary 
appearance of one word with other words constitutes a significant part of regular vocabulary 
knowledge. From the holistic view, language users are not using language in units of single 
words only and building up a text from scratch. Instead, they have available a large number 
of pre-constructed patterns that consist of a string of words (Sinclair, 1991).  Constructions 
make the massive storage and instant retrieval of language units possible (Wray & Perkins, 
2000).  
 
In the literature, a large diversity of overlapping terms have been used interchangeably, 
sometimes even by the same researchers, for the relatively habitual patterns of words. The 
terms include lexical unit (Boers, Eyckmans, & Stengers, 2006; Bogaards, 2001), 
prefabricated chunk (Boers, Eyckmans, Kappel, et al., 2006; Schmitt, 2000), prefabricated 
pattern (Hakuta, 1974), formulaic language (Schmitt, 2004; Weinert, 1995; Wood, 2010a, 
2010b; Wray, 2002; Wray & Perkins, 2000), phrase (Vainikka & Young-Scholten, 1996), 
collocation (Carter, 2012; Lewis, 2000), idiom (Sinclair, 1991), construction (N. C. Ellis, 
2003; Goldberg, 1995, 2003, 2006; Goldberg & Casenhiser, 2006, 2008) and multi-word unit 
(Moon, 1997; Nation & Chung, 2009). The study of this phenomenon is usually termed 
phraseology, but there has been an absence of consistent and uniform defining criteria (Gries, 
2008; Howarth, 1998; Liu, 2002; Wray, 2002).   
 
There are three main reasons for this diversity in definitions. First, the significance of multi-
word units as a sub-discipline is not fully recognised (Howarth, 1998). Single word-based 
vocabulary studies are dominant in L2 vocabulary acquisition research while construction-
based studies are very rare. Despite the fact that research in construction acquisition has seen 
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considerable growth in the last two decades, it is still an under-investigated subject compared 
with other subjects in L2 acquisition. Second, researchers use different terms to target 
different aspects of vocabulary (Nation & Meara, 2010). For instance, preformulated 
language may emphasise the storage of multi-word chunks as a unit while formula may 
highlight the capacity of multi-word units that are retrieved repeatedly as a unit (Nation & 
Meara, 2010). These definitions explicate the diversity of using different terms in studying 
these multi-word units. However the subtle differences across most definitions are next to 
impossible to disentangle. Multi-word units are very inclusive by nature and it is very 
difficult to draw a clear-cut line between any of the terms mentioned previously. Howarth 
(1998) has taken efforts to define different phraseological categories based on the ―internal 
form and external function of word combinations‖ (p. 27). His model of division attempts to 
differentiate between idiomatic and non-idiomatic word combinations. However, it is still too 
loose to be a practical criterion since idiomaticity and metaphoricity are continuum rather 
than binary concepts and they complicate the situation even more. Idioms alone can range 
from broad to narrow, from lexically to phraseologically based, and even to proverbs (Liu, 
2008). Collocation is another gradable concept depending on the degree of binding power of 
the components and idiomaticity. Based on the binding power of components, it may include 
relatively free word combinations where the components are replaceable and strict lexical 
patterns that are highly fossilised and conventionalised, allowing for no substitutions of any 
parts and no other word combinations in between.  
 
The possible intersecting and overlapping of concepts related to constructions are 
demonstrated in Figure 1-1 (adapted from Goldberg & Casenhiser, 2006, p. 351). This model 
of constructions includes all possible multi-word pairings of form and meaning that occur 
with certain frequencies. Constructions can be compositional, in which the meaning of the 
unit is determined by the individual components. They can be idiomatic, partially lexically 
filled or fully established verb phrasal patterns, lexical patterns, idioms, roots and 
morphemes. Construction serves as a cover term for the diversity of terms used in the 
literature.  
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Figure 1-1    Possible notions of construction adapted from Goldberg and Casenhiser (2006, 
p. 351) 
 
 
In the present research, the model of construction in Goldberg and Casenhiser (2006) is 
adopted and the term lexico-grammatical construction is used. The term lexico-grammatical 
construction (hereafter construction) in the present research has the following implications: 
 
 It highlights the form-meaning connection in a construction; 
 Lexico emphasises that lexis is the central issue in the present study;  
 Grammatical corresponds with the fact that all the target items are patterned as ―verb-
noun‖ so that syntactic flexibility is under control; 
 Construction illustrates the multi-word nature without being limited to terms such as 
phrases, formulas, collocations and idioms, but still more specific than prefabricated 
chunks. 
 
With an inclusive model of construction such as this, one overriding concern in the research 
is to specify the parameters in sampling data. In addressing this concern,  Gries suggests a 
rigorous set of defining parameters for studying phraseologisms like the lexico-grammatical 
constructions studied here:  
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 The nature of the elements involved in a phraseologism; 
 The number of elements involved in a phraseologism; 
 The number of times an expression must be observed before it counts as a 
phraseologism; 
 The permissible distance between the elements involved in a phraseologism; 
 The degree of lexical and syntactic flexibility of the elements involved; and 
 The role that semantic unit and semantic non-compositionality/non-predictability play 
in the definition. Gries (2008, p. 4) 
 
It is recommended that researchers should make maximally explicit all the parameters in their 
research. The parametres will be closely followed and made clear in the present study (see the 
parametres defined in Chapter 4). 
 
The construction constitutes one important component of L2 lexical knowledge. The 
importance of constructions has been increasingly recognised over the past decade (e.g., 
Boers, Eyckmans, Kappel, et al., 2006; Boers, Eyckmans, & Stengers, 2006; Conklin & 
Schmitt, 2012; N. C. Ellis, 2003; Schmitt, 2004; Siyanova, Conklin, & Schmitt, 2011; Wood, 
2010a, 2010b). However, the attention to constructions in the L2 is still disproportionate to 
the voluminous literature on L2 single words (Schmitt & Carter, 2004; Wray, 2002). The 
majority of the construction studies focus on lexical processing and the facilitative effect of 
L2 formulaic learning. Little has been done on whether there is a sequence in acquiring 
polysemy constructions (N. C. Ellis, 2003) and which factors account for L2 construction 
knowledge. These issues will be addressed in the present research.  
 
1.2.2    Conceptual metaphor  
Conceptual metaphor is the other key term used in the present research. Two main definitions 
of metaphors have been dominant: the traditional Aristotelian view and the conceptual view. 
According to the second edition of the Oxford English Dictionary (1989), metaphor is from 
the French métaphore and more previously from Latin metaphora. It originated from the 
Greek μεταφορά, where μετα- means mid, between and -φορά means to bear, to carry. Since 
as early as Aristotle‘s time, metaphor has been considered a rhetorical means in literature 
where two different things are compared (Cameron & Low, 1999). By contrast, the 
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conceptual view holds that language is metaphorical in nature. The omnipresent principle of 
metaphor was proposed firstly by Richards (1936) and later on recognised by the cognitive 
experientialist approach to metaphor (e.g., Johnson, 1987; Lakoff, 1987; Lakoff & Johnson, 
1980b). In this paradigm, metaphor is not only a pervasive matter of language, but also a 
structuring matter of the mind. Conceptual Metaphor Theory (CMT) (Johnson, 1987; Lakoff, 
1987, 1993; Lakoff & Johnson, 1999) is the principal approach to metaphor in the literature. 
According to the fundamental claims of CMT, metaphors are conceptual in nature and 
systematically grounded in bodily experience. Conceptual metaphors involve mappings 
across different domains and vary in universality (Johnson, 1987; K vecses, 2010; Lakoff, 
1987, 1993; Lakoff & Johnson, 1999). 
 
Two major notions are indispensable in understanding CMT: mapping and image schema. 
Mapping refers to the process of recognising and matching certain features and elements in 
one domain to those in another. A source domain and a target domain, together with a 
systematic mapping at conceptual level, constitute the basic components of a conceptual 
metaphor. Mapping from source domains, which are mostly concrete, to target domains, 
which are usually abstract, is essential in transferring meanings (Fauconnier, 1997). Image 
schema is another important notion in CMT. An image schema is a condensed dynamic 
representation of our bodily experiences, such as moving, sensing, acting and perceiving, 
which in turn shapes our reasoning and knowledge of the world (Johnson, 1987). These 
abstract embodied patterns play an essential role in motivating and structuring conceptual 
mappings across domains. Lakoff (1987) defines image schema as ―relatively simple 
structures that constantly recur in our everyday bodily experience: CONTAINERS, PATHS, 
LINKS, FORCES, BALANCE, and in various orientations and relations: UP-DOWN, FRONT-BACK, 
PART-WHOLE, CENTER-PERIPHERY, etc.‖ (p. 267). Image schemas are either static, e.g., in 
CONTAINER schemas, or dynamic, e.g., in PATH schemas. Relational image-schemas, either 
static or dynamic, are presented with the assistance of a landmark, i.e., the reference point, 
and a trajector which is located or moves in relation to the landmark (Johnson, 1987; 
Langacker, 1987). 
 
The strongest evidence Johnson (1987) identifies for the existence of image schemas and 
their metaphorical extensions is polysemy. The semantic network of polysemous senses is 
motivated by the underlying image schemas. Polysemy is metonymically and/or 
metaphorically motivated meaning extensions based on the core meaning of the primary 
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lexical unit. According to Tyler and Evans (2001, 2003), a spatial relation constitutes the 
most fundamental element in the semantic polysemy network. The polysemy system of 
spatial words, therefore, can be approached from a cognitive linguistic aspect.  
 
The distinction between conceptual metaphor and linguistic metaphor is crucial to any study 
that concerns conceptual metaphors. They are different and at the same time interrelated. 
Linguistic metaphors are realisations of conceptual metaphors in language. The words they 
involve make them tangible in form (Cameron & Low, 1999), while conceptual metaphors 
underlie and structure, but cannot predict, linguistic metaphors due to the relative 
arbitrariness of their linguistic realisations (Deignan, 1999). The large number of linguistic 
metaphors and their systematicity provide evidence for conceptual metaphors. Moreover,  It 
is argued that conceptual metaphors are usually brief, independent, inclusive and 
representative while linguistic metaphors often depend on the context to be interpreted 
(Littlemore & Low, 2006a). Hence meanings of conceptual metaphors are more stable while 
linguistic metaphors are not. The same linguistic expressions may mean different things in 
different contexts. 
  
One major concern over CMT is the authenticity of data collected, since researchers usually 
invent the metaphorical sentences based on their own intuitions and therefore these sentences 
can hardly be falsified. The invented metaphors cannot prove the mechanism in people‘s 
minds and explain language as it is (Stibbe, 1996; Gibbs, 2006, 2008; Goatly, 1997). Corpus-
based methods using authentic data are being increasingly used to address this problem (e.g., 
Cameron & Deignan, 2003; Charteris-Black, 2004; Deignan, 2005; Deignan & Potter, 2004; 
Ferreira, 2007; Gries & Stefanowitsch, 2006; Sanford, 2008; Stefanowitsch, 2005). It is noted 
that the frequency of conceptual metaphors is difficult to approach because one conceptual 
metaphor can have many different linguistic realisations. In the research, corpora are 
employed to extract linguistic frequency data of the target polysemy constructions.  
 
1.3    Objectives 
The present research aims to investigate Chinese L2 acquisition of polysemy constructions. It 
is hypothesised that as L2 proficiency grows, L2 lexical network knowledge of these 
constructions develops accordingly. L2 lexical network knowledge consists of L2 knowledge 
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of polysemy network and knowledge of constructions, among others. This study attempts to 
shed light on L2 lexical acquisition through an analysis that focuses on polysemy 
constructions in the context of Chinese L2. More specifically, the thesis research has three 
main objectives. First, it seeks to investigate the existence of the L2 acquisition sequence of 
lexico-grammatical constructions. It is argued that lexical constructions are one basic lexical 
unit but the L2 acquisition pattern of constructions is rarely known. There have been claims 
over the systematicity of L2 acquisition of phonological patterns (e.g., Gatbonton, 1978; 
Trofimovich, Gatbonton, & Segalowitz, 2007), morphemes (e.g., Langman & Bayley, 2002; 
Larsen-Freeman, 1976) and grammatical structures  (e.g., Feng & Sun, 2010; Pienemann, 
1998; Shi, 1998, 2006; J. Wu & Wang, 2014). This study explores the reliability and stability 
of an L2 pattern in lexical acquisition as part of an approach that views L2 lexical acquisition 
as a systematic process (Gass, 1988; Manzo, Manzo, & Thomas, 2006; Milton, 2009; 
Schmidt, 1990, 1993, 2001).   
 
After the L2 acquisition pattern is established, the research aims to examine how potential L1 
and L2 factors account for the pattern. It is documented that L2 proficiency, prototypicality, 
concreteness and frequency may affect L2 vocabulary acquisition. It will be evident from the 
literature review how these factors contribute to the L2 acquisition of polysemy constructions 
remains an open question. The research examines how stable and reliable these factors are, 
how they relate to one another, and more importantly, to what extent these factors account for 
the observed L2 acquisition patterns.  
 
Finally, the research also aims to find out how L2 perception of sense relatedness grows and 
what factors may affect the growth. According to cognitive semantics, polysemous senses 
constitute a systematically motivated radial network extending from a central sense to 
peripheral senses. The study intends to give a detailed conceptual account of SHÀNG (UP) and 
linguistic account of shàng predominantly as a postposition (on), and contribute to the 
literature with the analysis of the target word shàng used as a verb (to go up). L2 knowledge 
of polysemy network is one important component of L2 lexical knowledge. The extent to 
which L2 learners can perceive the sense relatedness indicates their lexical network 
knowledge. L2 proficiency level, universal conceptual knowledge across L1 and L2 and 
linguistically specific features, among others, may all contribute to L2 perception. The 
research takes the sense relatedness perceived by L1 speakers as the benchmark and 
investigates how L2 learners of different proficiency levels perceive it differently.  
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The study addresses the following three general research questions: 
 
(1)  Taking the polysemous item shàng (to go up) as an example, is there a Chinese L2 
acquisition sequence of the target polysemy constructions? If yes, then 
(2) How does the Chinese L2 acquisition sequence of the shàng constructions correlate 
with 
(a) the Chinese L1 prototypicality patterns;  
(b) the Chinese L1 imageability, concreteness and literalness patterns; 
(c) the L1 subjective and objective frequency patterns; and 
(d) the Chinese L2 proficiency levels? 
(3) How is the sense relatedness of the polysemous verb shàng (to go up) perceived by 
L1 speakers and L2 learners of different proficiency groups? 
 
The above research questions will be broken down into more specific research questions to 
answer in the respective sections. 
 
1.4    Significance 
The present study will contribute valuable insights to approaching L2 acquisition of 
polysemy and constructions both theoretically and methodologically.  
 
At the theoretical level, the research will not only contribute to the application of cognitive 
linguistics in L2 acquisition, but also may make a general contribution to the study of 
Chinese L2. In particular, by focusing on lexico-grammatical constructions, the research 
provides a principled way to deal with the ongoing problem of what constitutes the word unit 
in Chinese. The lexical unit in Chinese has attracted significant debates in literature. Using 
lexico-grammatical construction as the lexical unit is a possible way to begin to resolve these 
debates. It is also claimed that Chinese is highly polysemous, and therefore an investigation 
of Chinese polysemy and the sense relations in the context of constructions will provide more 
insights. 
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More specifically, the research will attempt to establish patterns for the acquisition of 
polysemy constructions and provide a principled explanation for the patterns observed. 
Research on L2 acquisition of constructions is very sparse, despite the widespread 
acknowledgment that constructions constitute a large stock of language (N. C. Ellis, 
O'Donnell, & Römer, 2014a; Goldberg, 2003) and there is literature on L2 processing of 
constructions (N. C. Ellis, O'Donnell, & Römer, 2014b; N. C. Ellis, Simpson-Vlach, & 
Maynard, 2008). Research on L2 learnability and acquisition patterns of construction can be 
related to the few studies on processibility of constructions. Moreover, the findings of the 
thesis will also contribute to a better knowledge of L2 polysemy, which is essential to 
develop more complete pictures of L2 acquisition (Laufer, 1990b; Nation, 1990) as well as 
L2 conceptual development (Crossley et al., 2010).  
 
Methodologically, the research will demonstrate the significance of conducting 
multidisciplinary research and propose a manageable model of doing it. Both language and 
language acquisition are multifaceted. The research has incorporated perspectives from 
psycholinguistics, corpus linguistics and cognitive semantics to investigate the interaction 
between semantic attributes, syntactic forms and lexical features in L2 acquisition. Exploiting 
manifold aspects to explore the interface is necessary for future L2 acquisition studies. For 
multidisciplinary research, a manageable model is essential. In the present thesis, a cross-
sectional design is used to investigate L2 polysemy acquisition patterns and develop models 
of testing L2 acquisition of sense relations. L1 intuitive data will be collected and used as the 
baseline for the L2 data. In particular, the intuitive knowledge of L1 speakers about the target 
constructions will be used to investigate in a systematic way what factors will account for the 
L2 acquisition sequence of the constructions. The distinction and comparison of L1 
subjective frequency and objective frequency may be enlightening to previous literature on 
frequency effect in L2 acquisition (e.g., Balota, Cortese, Sergent-Marshall, Spieler, & Yap, 
2004; Brysbaert & Cortese, 2010; Brysbaert & New, 2009; N. C. Ellis, 2002a; Schmitt & 
Dunham, 1999).  
 
A better understanding of L2 acquisition of the target constructions undoubtedly has 
implications for pedagogy, but this is not the focus of the thesis. Questions concerning 
learning and teaching may be answered in further teaching and learning-related studies.  
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1.5    Thesis Overview 
The thesis consists of seven chapters. Chapter 1 introduces the background of the study, 
defines the key terms, presents the objectives and outlines the research questions to be 
answered. Chapter 2 establishes the fundamentals in L2 vocabulary acquisition relevant to the 
study. Specifically Chapter 2 reviews the literature on the theoretical framework for the 
research and discusses L2 lexical knowledge that includes polysemy knowledge and 
construction knowledge. It also reviews relevant factors that may contribute to L2 vocabulary 
acquisition. Lexical features of the Chinese language are also discussed. In order to have a 
fuller understanding of the research target shàng, Chapter 3 focuses on a detailed account and 
discussion of what has been investigated about SHÀNG/shàng in conceptual, linguistic and 
acquisition analyses.  
 
Chapters 4, 5 and 6 report the empirical findings from Studies 1- 3. Chapter 4 reports Study 1,  
which elicits L1 data as the benchmark for L2 data in the following chapters. Chapter 5 
reports Study 2, which examines L2 acquisition data. The acquisition pattern is presented and 
L2 acquisition data is compared against L1 data. Study 3 in Chapter 6 focuses on how the 
sense relatedness of shàng in the target constructions is perceived by L2 learners of different 
proficiency levels. The L2 patterns of different groups are then compared with the L1 pattern. 
Chapter 7 brings together the findings from the three studies. The conclusion and 
implications for future research on L2 acquisition of lexical network, construction-based L2 
research and implications for future teaching-related research are also presented in Chapter 7.  
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Chapter 2 
A Lexical Network Approach to L2 Vocabulary Acquisition 
 
 
2.1    Overview 
There are many different ways to approach L2 vocabulary acquisition. The focus of this 
thesis is on finding out how different factors contribute to the acquisition of a set of polysemy 
constructions in L2 Chinese in the framework of lexical network theory. To be more specific, 
the thesis investigates in what sequence they are acquired, what factors account for the 
acquisition pattern and how the sense relatedness of the target word is perceived by Chinese 
L2 learners. In this chapter, the theoretical framework of the thesis, the lexical network theory, 
is presented in Section 2.2 to provide the theoretical perspective used here to study L2 
vocabulary. Section 2.3 addresses lexical network knowledge in L2 acquisition, which 
comprises knowledge of polysemous senses and knowledge of constructions. In Section 2.4, 
the potential factors affecting the acquisition of L2 constructions investigated in the present 
research are presented and discussed. Factors examined include prototypicality, imageability, 
concreteness, literalness and frequency. Finally, Section 2.5 discusses Chinese lexical 
features in terms of lexico-grammatical constructions in the present study and the choice of 
the target word. 
 
2.2    Theoretical Framework 
The present research is undertaken within the theoretical framework of the lexical network 
theory. The choice of the theoretical framework is motivated by the focus of the present 
research: L2 acquisition pattern of polysemy constructions. Both construction and polysemy 
are exemplars of lexical networks. In lexico-grammatical constructions, single words 
constitute a lexical network by recurring in relatively stable patterns. Polysemous senses are 
considered to extend from a central sense and the extension model is a network of the 
interrelated senses. Correspondingly, the descriptive framework used in the present study is 
subsumed within the lexical network theory in L2 lexical development (Azizi, Sayedi, & 
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Asoudeh, 2012; Crossley, Boggess, et al., 2009; Haastrup & Henriksen, 2000; Rice, 2003; 
Wolter, 2006). 
 
Lexical network theory originated from Prototype Theory in Cognitive Psychology. In the 
1970s, Rosch and her colleagues (Rosch, 1973, 1975, 1978; Rosch & Lloyd, 1978) claimed 
that there is the graded membership in any natural categories with some members more 
central and others more peripheral. Human beings are endowed with the capacity of storing 
category members around a central member, the prototype, and they form a radial network 
extending from the centre to the periphery. This understanding of cognitive category in the 
form of radial network was integrated and extended into understanding linguistic categories 
in cognitive linguistics (e.g., Lakoff, 1987; Lakoff & Johnson, 1999; Langacker, 1987) and 
has been well-received. 
 
Lexical network theory holds that the lexicon is governed by a set of regularities and 
principles and disputes against the arbitrariness and idiosyncrasy of linguistic forms as 
proposed by Saussure (2011), the founder of modern linguistics. According to cognitive 
semantics, words are interconnected with other words with relations such as paradigmatic 
(i.e., synonymy, antonymy, hyponymy, gradation) relations (e.g., Gries & Divjak, 2009; 
Haastrup & Henriksen, 2000) and syntagmatic (i.e., collocation, construction, phrase) 
relations (e.g., Wolter, 2006; Wolter & Gyllstad, 2011). Constituents of a construction are of 
syntagmatic relations that co-occur in relatively stable patterns.  
 
Principled Polysemy Network Theory is a further development of lexical network theory 
(Brugman, 1983, 1988; Lindstromberg, 1996; Norvig, 1989; Norvig & Lakoff, 2011; Tyler & 
Evans, 2004). It was proposed by Tyler and Evans in a series of studies on English 
polysemous prepositions (2001, 2003, 2004). According to the theory, the primary and 
prototypical sense interacts with a series of cognitive principles and results in the multiple 
senses, which are systematically interconnected (Brugman, 1983, 1988; Norvig, 1989; Norvig 
& Lakoff, 2011; Sandra & Rice, 1995). Polysemous senses are considered systematically 
motivated from the prototypical sense and therefore are interrelated. The multiple senses of a 
polysemous item, like other natural categories, constitute a systematic network extending 
around a central sense. Polysemy is one important component of lexical network theory due 
to the fact that the sense relatedness of polysemous items is very prominent among all the 
lexical relations.  
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The network of sense relatedness is demonstrated in Figure 2-1 of the polysemous over 
(adapted from Tyler & Evans, 2001). At the centre of the network, there is the core sense 
(sense 1) of over, which means above in place or position in sentences like ―the clouds are 
over the city‖. From the core sense extends different senses and sense clusters 2 to 6. Taking 
the trajectory cluster 2 as an example, the senses in this cluster indicate an object moves in 
relation to the reference object. For instance, in ―the old town lies over the bridge‖, over has 
the sense of on the other side of in 2.A (but see Lakoff, 1987). Although this sense does not 
involve any movement of the object itself, it is categorised in the trajectory cluster assuming 
that it results from the moving of the object in sentences like ―the cat jumped over the wall‖, 
the result of which is ―the cat was on the other side of the wall‖. In 2.B, over means above 
and beyond in sentences like ―the arrow flew over the target‖. A similar sense of over can be 
found in ―your article is over the word limit‖. The endpoint of the moving object in ―the cat 
jumped over the wall‖ indicates the completion of the movement, and hence the sense 
completion in 2.C. We can say ―the jump was over‖ or ―the meeting was over‖. Similarly, the 
consequence of jumping gives rise to the transfer sense in 2.D.  
 
The network of sense relatedness as demonstrated in Figure 2-1, though evidently very 
important, is based on the researchers‘ own intuitive judgement and knowledge. Tyler and 
Evans (2001) developed this model for their purpose of analysis. Etymological evidence is 
not provided and how language users would agree with them is unknown. Different linguists 
may come up with different networks with the same set of data (Sandra & Rice, 1995; Taylor, 
2003b). This issue can be addressed in empirical studies that concern lexical network theory 
by handing over the judging task to language users.   
 
The lexical network theory (e.g., Norvig, 1989; Norvig & Lakoff, 2011) and Principled 
Polysemy Network Theory have been applied in Cognitive Applied Linguistics and more 
specifically, L2 vocabulary acquisition. The two theories have been used as the theoretical 
framework for L2 polysemy research (e.g., Jia Li & Cai, 2008). L2 learners often encounter 
difficulty in acquiring polysemous senses if the senses are seen as unrelated and unsystematic 
(Csabi, 2004; Lennon, 1996; Tyler & Evans, 2004). Absence of awareness of the 
interconnections across senses and words may increase learners‘ memory load and hinder the 
learning process (Haastrup & Henriksen, 2000; Laufer, 1990a, 1990b; Makni, 2013). 
Principled Polysemy Network Theory posits that different senses of a word are 
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interconnected and they are activated by their company in contexts. Constructions are one 
primary source of contexts for polysemous senses. Lexical network knowledge, which 
includes knowledge of polysemy and knowledge of constructions, is categorised as an 
important part of L2 vocabulary knowledge (Bengeleil & Paribakht, 2005; Bogaards, 2001; 
Qian, 1998, 1999, 2002; Read, 2004; Sandra & Rice, 1995; Schmitt, 1998). Representing the 
established relatedness of words and multiple senses of polysemous items, polysemy and 
construction have become important indicators for L2 vocabulary depth knowledge 
(Bogaards, 2001; Crossley et al., 2010; Qian, 1998, 1999, 2002; Qian & Schedl, 2004; Read, 
2004; Schmitt, 1998; Wesche & Paribakht, 1996). The growth of L2 lexical network 
knowledge will be reviewed and discussed in the following section. 
 
 
 
Figure 2-1    Sense relatedness of over adapted from Tyler and Evans (2001, p. 746) 
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2.3    L2 Development of Lexical Network Knowledge 
It is argued that building up lexical network is one major element in developing lexical 
fluency (Nation & Meara, 2010). Lexical knowledge is complex and multidimensional 
(Crossley, Salsbury, McNamara, & Jarvis, 2011; Gass, Behney, & Plonsky, 2013; Meara, 
1996b; Nation, 2001; Qian & Schedl, 2004; Read, 2000; Schmitt, 1995). It is necessary to 
break down the complex multidimensional notion into simpler and manageable components 
(Schmitt, 1998). One important dimension is L2 lexical network knowledge, which might be 
categorised under general terms by different researchers such as vocabulary quality or depth 
(e.g., R. Ellis, 2004; Zareva, Schwanenflugel, & Nikolova, 2005) or more specifically 
organisation of the lexicon (Meara, 1996b), construction (e.g., Nation, 2001) and polysemy 
network (e.g., Tyler & Evans, 2001). L2 knowledge of lexical network is presented in 
particular in polysemy and construction. L2 knowledge of polysemy addresses learners‘ 
awareness of sense connections across polysemous senses and knowledge of constructions 
concerns connections across words (Haastrup & Henriksen, 2000). 
 
2.3.1    L2 acquisition of polysemous sense knowledge 
Polysemy involves connections between the related senses of a single form. L2 polysemy has 
been investigated in both acquisition-oriented studies and pedagogy-oriented studies. In the 
acquisition-oriented studies, it is demonstrated that L2 polysemy proficiency develops 
together with learners‘ lexical network and conceptual knowledge. Schmitt (1998) carried out 
a longitudinal study that examined how three adult learners acquired senses of 11 words in 
L2 English. The findings indicate that most learners have partial knowledge of the senses at 
different stages and acquisition is a cumulative and slow process. Once it is acquired, it is 
unlikely to be forgotten. Crossley et al. (2010) also used longitudinal interviews to investigate 
how polysemy values are related to frequency values by six adult English L2 learners. They 
found learners‘ polysemy knowledge started with the more polysemous and frequent words, 
but the production of more peripheral senses did not start until a later stage. This result agrees 
with Schmitt (1998) in illustrating L2 production of polysemous senses occur only at a more 
advanced stage.  
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In pedagogy-oriented studies, learning a new item is considered a process by which a novel 
element is integrated into the existing systematic lexical network. This element can be a new 
word (e.g., Gass et al., 2013; Haastrup & Henriksen, 2000) or a new sense (e.g., Csabi, 2004; 
Kövecses & Szabó, 1996; Tyler & Evans, 2004). Verspoor and Lowie (2003) studied how the 
presence of the concrete core sense of a polysemous item affects the retention of abstract and 
figurative senses by Dutch L1 learners of English. The core sense effect is proved compared 
with the absence of a cue or having a non-core sense as the cue. This finding supports the 
notion that peripheral senses of a polysemous item are motivated from the core sense and 
suggests that awareness of lexical network can facilitate L2 vocabulary and specifically 
polysemy acquisition. The same facilitative effect of sense relatedness knowledge in L2 is 
demonstrated in teaching-oriented studies, although the number is very few (e.g., Cao, 2010; 
Tyler, 2012; S. Yu, 2009). Tyler (2012), for instance, investigated the teaching effect of the 
polysemy networks of three English prepositions to, for and at on a group of 14 English L2 
learners. The facilitative effect was significant. Compared with the proliferation of literature 
on polysemy in cognitive semantics and vocabulary growth in L2 acquisition, however, there 
is an overall scarcity of L2 polysemy acquisition research (Crossley, Boggess, et al., 2009; 
Crossley et al., 2010; Meara, 2002; Schmitt, 1998). In the handful of longitudinal studies, the 
samples are usually very small. For instance, three learners‘ acquisition status was 
investigated in Schmitt (1998), six learners in Crossley et al. (2010) and 14 in Tyler (2012). 
Research with larger samples is needed to validate and extend these findings.   
 
A constant challenge in polysemy research is that polysemous senses are difficult to 
distinguish, and may easily be confused with uses that are merely vague, or with 
homonymous meanings that are not related at all (Evans, 2005; Nagy, 1995; Tyler & Evans, 
2001). Polysemous senses are even more problematic to elicit with language stimuli in 
experimental tasks. A number of researchers have pointed out the limitations of over reliance 
on subjective interpretations (e.g., Sandra & Rice, 1995; Taylor, 2003b). This concern can be 
addressed by employing polysemy constructions without the necessity of distinguishing the 
senses. Constructions are a productive way of understanding these senses and indeed are one 
of the primary means of identifying polysemous senses in context (Evans, 2005; Ho, 2008; 
Moon, 1998; Sullivan, 2012; Tyler & Evans, 2001) (see also Nagy, 1995; Nagy, Herman, & 
Anderson, 1985). Different senses of polysemous items can be activated and realised when 
they are used in syntagmatic relations with other words in contexts of different constructions. 
As Firth (1957) states, ―You shall know a word by the company it keeps‖ (p. 11). By 
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focusing on polysemy constructions, the task of judging distinct senses is handed over to 
language users and the objectiveness of research can be accordingly enhanced.  
 
2.3.2    L2 acquisition of construction knowledge 
The construction has been examined by an increasing number of researchers as one basic 
lexical unit in languages (e.g., Carter, 2012; N. C. Ellis, 2008; Goldberg & Casenhiser, 2008; 
Granger, 1998; Howarth, 1998; Meunier & Granger, 2008; Sinclair, 1991, 2008; Wood, 
2010a, 2010b; Wray, 1999, 2000, 2002) (see Wray, 2013 for a research timeline). 
Correspondingly, in L2 vocabulary acquisition research, the focus has started to shift from 
predominantly acquisition of single items to acquisition of constructions as lexical units 
(Goldberg, Casenhiser, & Sethuraman, 2004). In the words of N. C. Ellis (2008), ―[…] 
language acquisition is the learning of an inventory of patterns as arrangements of words with 
their associated structural meanings‖ (p. 1). Constructions give meaning to texts and therefore 
are significant in language acquisition (N. C. Ellis, 1996, 2008; R. Ellis, 1994; Kennedy, 
2008; Nattinger & DeCarrico, 1992). It is claimed that constructions are ―[…] entrenched as 
language knowledge in the learners‘ mind‖ (N. C. Ellis, 2008, p. 2).  
 
L2 constructions have been approached in perspectives of processibility, pedagogy and 
acquisition. The studies on processibility of constructions support the claims that both L1 and 
L2 language users process constructions as chunks (N. C. Ellis et al., 2014a, 2014b; N. C. 
Ellis et al., 2008; Siyanova et al., 2011; Siyanova & Schmitt, 2007; Vanlancker-Sidits, 2003). 
N. C. Ellis et al. (2008), for instance, compared English L1 speakers and advanced English 
L2 learners‘ reaction time in judging the grammaticality of constructions, in a reading-aloud 
task and in priming with the final word of the constructions. They found that while frequency 
of the target constructions plays the major role in L2 speakers‘ processing of the 
constructions, L1 speakers‘ reaction time is predominantly influenced by the extent that the 
words of the constructions are found to occur in collocations as unitary chunks. The literature 
on L2 teaching constructions mainly focuses on the facilitative effects of teaching 
constructions as lexical units and raising learners‘ awareness of construction (Kennedy, 2008; 
Lewis, 1993, 2000; Nattinger, 1980; Nattinger & DeCarrico, 1992; Wray, 1999). Compared 
with control groups, the advantages of focusing on teaching constructions are better learner 
autonomy (e.g., Woolard, 2000) and better proficiency (e.g., Boers, Eyckmans, Kappel, et al., 
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2006). In terms of L2 acquisition, it is reported that even advanced L2 learners have difficulty 
with acquisition of constructions (N. C. Ellis et al., 2008; Leńko-Szymańska, 2014; 
Nesselhauf, 2003; Siepmann, 2008; Wray, 2002). It is demonstrated that L2 proficiency 
predicts acquisition patterns of constructions (Leńko-Szymańska, 2014; Schmitt & Carter, 
2000; Vidakovic & Barker, 2010). Apart from proficiency, frequency and prototypicality may 
also account for L2 acquisition of construction (N. C. Ellis, 2002a, 2002b, 2008; N. C. Ellis 
et al., 2014a, 2014b; Jie Li & Schmitt, 2010). Jie Li and Schmitt (2010) reported that more 
proficient learners tend to be more affected by frequency effect and this finding contradicts 
with that of Jin (2011) who claims that frequency is more influential for low proficiency 
learners than higher proficiency learners.  
 
Compared with research on L2 acquisition of single words, L2 research on constructions is 
relatively modest (N. C. Ellis, 2008; Schmitt & Carter, 2004; Schmitt, Dörnyei, Adolphs, & 
Durow, 2004) considering the significance of construction in language. It is also noted that 
most L2 constructions studies focus only on advanced learners (Forsberg & Fant, 2010; 
Leńko-Szymańska, 2014; Wray, 2002) and predominantly on their production data (e.g., 
Granger, 1998; Howarth, 1998; Jie Li & Schmitt, 2010; Schmitt, 2004; Siyanova & Schmitt, 
2007, 2008). Many research gaps and ambiguous findings remain in our understanding of L2 
constructions. Three questions are of particular importance. How can L2 acquisition of 
constructions be measured in other ways that target different proficiency levels apart from 
production? Are there any developmental patterns in L2 acquisition of polysemy 
constructions from low to high proficiency learners? If so, what factors account for L2 
acquisition patterns of polysemy constructions? These questions will be addressed in the 
present thesis.  
 
2.4    Factors in L2 Development of Lexical Network Knowledge 
Research on L2 vocabulary acquisition has identified a number of key factors that may affect 
L2 vocabulary acquisition. These include L2 proficiency (Leńko-Szymańska, 2014), 
prototypicality (N. C. Ellis et al., 2014b; Kellerman, 1979b) and concreteness (Kellerman, 
1979a). There are other potential factors as well, including written frequency, familiarity 
rating, concreteness rating, imageability rating and lexical categories. Wilson (1987) and 
Schmitt (2010) contributed more factors, such as collocations, polysemousity and literalness, 
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among others. Kellerman (1979b) noticed the significance of prototypicality in affecting L2 
polysemy acquisition. It is noteworthy that prototypicality is not one individual factor but a 
linguistic feature that may be intertwined with frequency (e.g., H.-J. Schmid, 2000) and 
concreteness (Kellerman, 1979b). In L2 construction research, language users‘ sensitivity to 
constructions is demonstrated and it is proposed that we need to discover the determinants of 
the sensitivity (N. C. Ellis et al., 2008). In the following sections, factors such as 
prototypicality, concreteness, frequency, L2 proficiency and L1 lexical and conceptual 
knowledge will be reviewed and discussed in the context of L2 vocabulary acquisition, and 
where relevant, polysemy construction.  
 
2.4.1    Prototypicality  
Prototypicality is one determining factor in L2 construction processibility (e.g., N. C. Ellis & 
Ferreira-Junior, 2009b; N. C. Ellis et al., 2014b), polysemy acquisition (e.g., Kellerman, 
1979b) and polysemy learning (e.g., Xia & Leung, 2014). Prototypicality has been widely 
used in linguistic analyses. The concept of prototype was introduced in a series of works on 
categorisation by Rosch and her colleagues in the 1970s (Rosch, 1973; Rosch & Lloyd, 1978; 
Rosch & Mervis, 1975). As discussed in Section 2.2, according to the Prototype Theory, 
within a given category, not all members occupy the same status. More typical members are 
at the centre of the category, with less typical members at the periphery. Prototype Theory is 
considered a foundation of cognitive linguistics (Geeraerts, 2006; Langacker, 1987) and is 
particularly significant in understanding polysemy. The significance is demonstrated in the 
claim that ―[…] it is only with the advent of prototype theory that contemporary linguistics 
developed a valid model for the polysemy of lexical items‖ (Gries & Stefanowitsch, 2006, p. 
144).  
 
If prototypicality truly has a cognitive nature, it should be mirrored in L2 learners as well as 
in L1 speakers as a relatively stable property. However, how prototypicality is acquired in L2 
acquisition is still mostly unknown and what role it plays in L2 acquisition of polysemy 
needs to be investigated (Shirai, 1990). As pointed out by Gries and Divjak (2009), ―[…] how 
to determine the prototypical sense(s) of a word has been an issue in polysemy ever since the 
first cognitive-linguistic analysis appeared‖ (p. 58). Several approaches to extract 
prototypicality patterns of a category have been put forward in the literature. The major ones, 
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both intuitive and empirical, are summarised as follows. 
 
Goodness-of-example rating. In the goodness-of-example ratings in Rosch (1975), data was 
elicited from subjects by asking them to rate, on a 7-point scale, to what extent an item could 
represent a good example of a category. For instance, item chair was rated consistently 
among participants as the better examples of the category furniture than others (see Figure 4-
2). It is proposed that there is prototype effect in such scalar categories such as 
representation, processing and learning (Rosch, 1978).  
 
Order of production. When subjects are asked to list members of a category, they tend to 
mention the most representative members of the category first (Hampton, 1981; Rosch, 1975; 
Schwartz, 2010). It is believed that prototypical senses of polysemous items are more likely 
to be accessed and retrieved than non-prototypical ones (N. C. Ellis et al., 2014a, 2014b; Jia 
Li & Cai, 2008). In investigation into constructions, N. C. Ellis and his colleagues asked their 
participants to fill up a missing gap in a phrase and generate as many words as possible in one 
minute (N. C. Ellis et al., 2014a, 2014b). The order of production frequency constitutes the 
prototypicality pattern. 
                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                        
Frequency. Since frequent items in a category tend to affect the direction of prototype, 
frequent members are usually typical ones of the category. It is argued by some corpus 
linguists that the most frequently used member in a category is the prototype in a category 
family (Aitchison, 1994; Geeraerts, 1988; Kellerman, 1979a, 1979b; H.-J. Schmid, 2000). 
The significance of corpus-based frequency is recognised in identifying the central member, 
so much so that H.-J. Schmid proposed the ―From-Corpus-to-Cognition Principle‖ (2000, 
p.39). As N. C. Ellis and Ferreira-Junior (2009b) put it, ―The greater the token frequency of 
an exemplar, the more it contributes to defining the category and the greater the likelihood it 
will be considered the prototype‖ (p. 190). However, evidence shows that elicited data about 
prototypicality patterns do not always correspond with corpus-based frequency (Gilquin, 
2006; Kennedy, 1991; Nordquist, 2004; Roland & Jurafsky, 2002; Shirai, 1990; Sinclair, 
1991). These conflicting findings need to be further addressed.  
 
Reaction time. When subjects are asked to judge a given statement about an example being in 
a category, they are quicker in responding to typical members (Fehr, Russell, & Ward, 1982; 
Rosch, 1973; Rosch & Mervis, 1975; Rosch, Simpson, & Miller, 1976). Priming with 
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prototypical members also reduces reaction time in semantic retrieval and decision tasks 
compared with unrelated primes (Schwartz, 2010; Verspoor & Lowie, 2003).  
 
Order of acquisition. It is claimed that the prototypical members of a category are acquired 
first by L1 children (Andersen & Shirai, 1996; Ibbotson & Tomasello, 2009; Kuczaj, 1982; 
Nerlich, Todd, & Clarke, 2003; Ninio, 2006; Rice, 1996; Rosch, 1973). Studies on L2 
acquisition of prototypicality and polysemy have been mainly carried out by Kellerman 
(1977, 1978, 1979b, 1982, 1986, 1989, 1995), with a handful of other studies  (e.g., Crossley 
et al., 2010; Shirai & Andersen, 1995). N. C. Ellis et al. (2014a, 2014b) studied how 
prototypicality of verbs contributed to L1 and L2 processibility of ―verb-argument‖ 
constructions. Whether prototype effect also applies to L2 acquisition of polysemy 
constructions remains an open question. 
 
Card sorting. Card sorting is a method to examine mental lexicon developed by Miller (1969) 
and used to approach polysemous senses in the famous Dutch breken (to break) study in 
Kellerman (1978). In this study, 17 sentences with uses of breken were typed on 17 different 
cards. Fifty Dutch L1 speakers were instructed to pile the cards according to similarity of 
senses of breken. Participants were completely free in deciding the number of piles and the 
number of cards in each pile. With a multi-dimensional scaling analysis, two dimensions 
were identified: coreness and concreteness. This coreness was taken as the prototypicality 
pattern of the polysemous sense of breken. The card sorting task is an effective way to 
examine L1 and L2 knowledge of sense relatedness of polysemous items.  
 
Translatability/transferability. The translatability/transferability approach was used in 
Kellerman (1977, 1978, 1979b). Dutch L1 participants at different English proficiency levels 
were instructed to judge to what extent the Dutch word breken (to break) in different 
sentences could be translated into English break. A similar study was repeated in Zhou 
(2001) about the translatability/transferability of the Chinese dǎ pò  in different contexts into 
the English break. Their findings demonstrated that the translatability/transferability 
correlated closely with prototypicality patterns obtained with the card sorting game. 
Prototypical senses tend to be more translatable/transferable than peripheral senses (see also 
Jia Li & Cai, 2008; Y. Zhang, 2013). In other words, translatability/transferability patterns 
indicate cross-linguistic universality and prototypicality patterns. It is also concluded that 
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―the effects of teaching, learning and growing older do not significantly alter learners‘ beliefs 
about the relative transferability of the brekens‖ (Kellerman, 1979b, p. 52).  
 
In regard to prototypicality used in the literature, two concerns still remain in applied 
linguistics: instability (Geeraerts, 2006) and lack of evidence in acquisition supporting the 
existence of prototypicality (Shirai, 1990). The concern over its instability may arise from 
how prototypicality patterns approximate one another if elicited with different approaches 
from different groups of participants. The extent to which the resulting patterns approximate 
one another can suggest whether prototypicality is stable and what approaches to 
prototypicality are reliable. In addition, prototypicality is a notion interwoven with other 
factors in L2 research such as frequency and concreteness. The compositionality of 
prototypicality remains undefined, which may have prevented its application from wider use 
in L2 research.  
 
The second concern is lack of evidence in L2 acquisition, since only a few studies have 
compared acquisition against prototypicality patterns. It is suggested that L1 development 
starts with prototypical members of a category and extends to peripheral members in 
acquiring tense-aspect morphology (Shirai & Andersen, 1995) and word meanings 
(Bowerman, 1978; Rice, 2003). In L2 acquisition, there are a handful of relevant studies. A 
series of studies by Shirai and Anderson (Andersen, 1991; Andersen & Shirai, 1994; Shirai, 
1992, 2002; Shirai & Li, 2000) indicate that the L2 acquisition pattern in tense-aspect 
morphology approximates the prototypicality patterns. A similar pattern is evident in L2 
acquisition of dative alternation in Tanaka (1987). With regard to how prototypicality 
patterns account for L2 vocabulary acquisition, Kellerman‘s findings (Kellerman, 1978, 
1979a, 1979b, 1983, 1986) suggest that speakers‘ intuitions about their native language can 
be used as the source of prototypicality and L2 judgements of translatability/transferability 
are indicators of prototypicality (see R. Ellis, 1994). Once the L2 prototypicality is 
established, it remains very consistent (Kellerman, 1979b; Shirai, 1990). Although Kellerman 
(1979b) argued that concreteness should constitute an important part of L2 prototypicality, it 
contributed little in his study. In addition, Kellerman (1986) believed that production by 
language users is usually based on subjective frequency, i.e., frequency perceived by 
language users, and it should contribute considerably to prototypicality. However, no 
frequency data was used and this remains one limitation in Kellerman‘s studies, which he 
acknowledged (Kellerman, 1986) (see also R. Ellis, 1994).  
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In more recent L2 research it is suggested that prototypical members of a category are more 
accessible to language users and tend to be acquired first (N. C. Ellis, 2002a; Ijaz, 1986; Jia 
Li & Cai, 2008; Y. Zhang, 2013). With the recent development of L2 research into 
constructions, the research gap of how prototypicality and frequency contribute to L2 
acquisition of constructions needs to be addressed (N. C. Ellis, 2008, 2012a; N. C. Ellis & 
Ferreira-Junior, 2009a, 2009b; N. C. Ellis et al., 2014a, 2014b; Goldberg, 2006). It is 
noteworthy that in the studies by N. C. Ellis and his colleagues (N. C. Ellis et al., 2014a, 
2014b), the prototypicality of the verb in ―verb-argument‖ constructions are examined and it 
is found to contribute to L2 processibility. However, The prototypicality of the overall 
constructions remains almost entirely neglected. Constructions are basic lexical units and it is 
justifiable to examine how the prototypicality patterns of constructions contribute to L2 
acquisition patterns of them. The concern will be addressed in the present thesis by looking at 
prototypicality of the overall target constructions as lexical units.  
 
2.4.2    Imageability, concreteness and literalness in L2 acquisition 
Imageability and concreteness are claimed to be important predictors of vocabulary learning 
(Carter, 2012; N. C. Ellis, 1997; Paivio, 1969; Steinel, Hulstijn, & Steinel, 2007). By 
definition, imageability is the capacity to invoke an image in the mind (Steinel et al., 2007) 
that mainly engages the sense of sight, while concreteness is ―the degree to which a word can 
be experienced by [all] senses [of human beings]‖ (de Groot, 2006, p. 473). Hence 
concreteness engages more perceptual capacities than imageability. Despite the difference in 
definition, they are often used interchangeably in L2 acquisition studies (e.g., de Groot, 2006; 
de Groot & Keijzer, 2000; Flege, Frieda, Walley, & Randazza, 1998). However it is also 
suggested that caution should be applied in taking them as equivalents (Altarriba, Bauer, & 
Benvenuto, 1999; Carter, 2012). N. C. Ellis and Beaton (1993b) observed an imageability 
effect on participants‘ performance in translation from L2 to L1. A number of studies 
reported that concrete and imageable items are learned earlier and faster and translated better 
by L2 learners (Carter, 2012; Crossley, Salsbury, & McNamara, 2009; Crossley et al., 2011; 
de Groot, 2006; de Groot & Keijzer, 2000; N. C. Ellis & Beaton, 1993a; Salsbury, Crossley, 
& McNamara, 2011; Steinel et al., 2007). In addition, concreteness effect on L2 production 
was identified (Crossley, Boggess, et al., 2009). However, other researchers claimed that 
 27 
 
concreteness had no effect on L2 vocabulary difficulty (Kellerman, 1979a; Laufer, 1997b). 
These contradictory findings need to be addressed. Furthermore, literature on L1 acquisition 
of constructions reported that children start to use concrete constructions as early as 18 
months and abstract constructions are used from two years of age (Tomasello, 2000, 2003). 
Due to the absence of literature on the effects of imageability and concreteness on L2 
construction acquisition, these two variables should be studied separately before any further 
conclusion is reached.  
 
Another possible determinant of L2 vocabulary acquisition is literalness (Kellerman, 1979b, 
1983; Laufer, 1997a; Schmitt, 2010). Images are often invoked by literal meanings and 
therefore it is assumed that literalness is closely related to imageability in general. For this 
reason, Kellerman (1982) used literalness and concreteness interchangeably. As another 
potential predictor of L2 idiom learning, literalness was found to be less influential than 
imageability (Steinel et al., 2007). Imageability was reported to be correlated with subjective 
frequency that was based on the judgement of L1 speakers (Desrochers & Thompson, 2009), 
while in formulaic language such as idioms, phrases and collocations, figurative usages were 
found more frequent than literal usages (Conklin & Schmitt, 2008). Due to the limited 
literature, the relations between frequency and literalness and how they contribute to L2 
vocabulary acquisition need further investigation.  
 
In psycholinguistic research, concreteness, imageability and literalness data have been 
traditionally based on human ratings. For instance, Paivio, Yuille, and Madigan (1968) 
investigated ratings of concreteness and imageability (the term imagery is used in their study) 
for 925 nouns by college students and reported a strong overall correlation of .86 between the 
two attributes. A similar methodology was employed in earlier studies (e.g., Gilhooly & Hay, 
1977; Gilhooly & Logie, 1980; Toglia & Battig, 1978) and more recent literature (e.g., Jarvis 
& Daller, 2013; Stadthagen-Gonzalez & Davis, 2006). These studies lay the foundation for 
this part of methodology in the present thesis, which will be detailed in Section 4.4.  
 
2.4.3    Frequency  
Frequency has been considered one of the most important factors in accounting for L2 
vocabulary acquisition (e.g., Cook, 2013; Milton, 2009) as well as L2 constructions (N. C. 
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Ellis, 2002a; N. C. Ellis & Ferreira-Junior, 2009b; N. C. Ellis et al., 2008). However, the 
assumption has not been empirically tested until recently with the revival of the frequency 
effect theory and discrepancy is observed across different studies. The majority of studies 
suggest that more frequently used lexical items are acquired earlier in L2 acquisition (e.g., 
Arnon & Snider, 2010; N. C. Ellis, 2002a; Read, 1988; Schmitt, 2010; Schmitt & Dunham, 
1999; Wolter & Gyllstad, 2013). A small amount of other research, by contrast, suggests that 
prototypical and concrete words are acquired first and faster and are less susceptible to being 
forgotten (e.g., de Groot & Keijzer, 2000; Gass, 1988). This leads again to the question of 
how frequency and prototypicality are related. Whatever the argument is, information on 
lexical frequency always constitutes an important part of L2 lexical knowledge and 
processing.  
 
Further distinctions are made between corpus-based objective frequency and intuition-based 
subjective frequency (Schmitt & Dunham, 1999) due to the discrepancy of frequency effect 
and concerns over corpus frequency. A discrepancy is observed between objective frequency 
and subjective frequency in psycholinguistic tests (e.g., Balota et al., 2004; Brysbaert & 
Cortese, 2010; Brysbaert & New, 2009). Language speakers have been shown to be able to 
accurately estimate frequency of lexis (Balota, Pilotti, & Cortese, 2001; N. C. Ellis, 2002a; 
Schmitt & Dunham, 1999), while objective frequency in language corpora can be biased by 
sampling resources (Balota et al., 2001).  
 
Another issue arising lately regarding frequency effect is the over-emphasis on frequency of 
single words in L2 acquisition research and the resultant neglect of using established lexical 
constructions as lexical units (Martinez & Schmitt, 2012; McCarthy, 2007; O'keeffe, 
McCarthy, & Carter, 2007; Siyanova et al., 2011). For instance, the latest work by N. C. Ellis 
et al. (2014a, 2014b) investigated the frequency effect of the verb component in the 
processibility test of ―verb-argument‖ constructions. English L1 and L2 participants were 
instructed to complete the target constructions with verbs that they could come up with. Their 
verb generation frequency was found sensitive to corpus-based L1 verb frequency in the 
target constructions and the prototypicality of the verb sense in the semantic network of the 
constructions. However, the frequency of the constructions as a chunk remains unexamined. 
Given the construction-based nature of language, over-emphasis on frequency of single 
words in L2 research may not reflect the language in real contexts. Frequency data for single 
words are traditionally corpus based, but it is claimed that corpus data for constructions 
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cannot be as straightforward as they are for single words (O'keeffe et al., 2007). It is expected 
that investigation into frequency of lexical constructions is more complicated than that of 
single words since other language elements such as aspect markers may get involved, and 
also because of the existence of open slots in some constructions. The present research will 
explore feasible ways to approach corpus-based frequency of polysemy constructions.  
 
2.4.4    L1 lexical and conceptual knowledge  
L1 lexical and conceptual knowledge also plays a role in the acquisition of L2 networks 
(Altarriba & Mathis, 1997; Kroll & Sunderman, 2003; Ortega, 2009; Wolter, 2001, 2006; 
Wolter & Gyllstad, 2011). Conceptual knowledge is related to but slightly different from 
conceptual metaphor discussed in Chapter 1. Conceptual knowledge is about understanding 
concepts in our lives and is more general and inclusive than conceptual metaphors. 
Conceptual metaphors are based on conceptual knowledge and they involve systematic 
mappings across two different domains and are highly schematic. For instance, we have the 
conceptual knowledge of what a journey is like and how difficult it is to make important 
decisions in life, and with the underlying conceptual metaphor LIFE IS A JOURNEY, we can 
easily understand the expression ―I am at a crossroads‖.   
 
Given that L2 learners are mature and sophisticated lexically, semantically and conceptually, 
they rely heavily on their L1 lexical knowledge and conceptual knowledge and very likely 
demonstrate resistance to dissimilarities in L2 vocabulary acquisition (Ijaz, 1986). It is 
generally claimed that learners of all levels, including advanced L2 learners, map their L2 
vocabulary onto the L1 concepts (N. Jiang, 2004; Wolter, 2006). The relationship between L1 
and L2 lexical and conceptual knowledge is presented in Figure 2-2 (adapted from Kroll & 
Stewart, 1994, p. 158). Lexical knowledge mirrors conceptual knowledge and is the 
realisation of conceptual knowledge. With similar physical and emotional experiences, 
human beings may have a large number of conceptual universals across different cultures. 
The closer two cultures are, the closer the conceptual systems are, and vice versa (Swan, 
1997).  
 
In terms of L2 acquisition, L1 conceptual knowledge forms the foundation for language 
learning by learners‘ transferring L1 knowledge to structure their development of L2 
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knowledge. It was first noted by Lado (1957) that cultural and conceptual elements across L1 
and L2 could be either positively or negatively transferred by language learners. Universal 
concepts may facilitate vocabulary acquisition and culture-specific concepts may hinder the 
acquisition process. Four relationships between conceptual knowledge and lexical knowledge 
are identified (Charteris-Black, 2002; Deignan, Gabrys, & Solska, 1997): 
 
(1) L1 and L2 have the same conceptual knowledge and the corresponding lexical 
knowledge is also equivalent; 
(2) L1 and L2 have the same conceptual knowledge but the corresponding lexical 
expressions are different;  
(3) L1 and L2 conceptual knowledge is different; 
(4) L1 and L2 lexical expressions are the same but the underlying L1 and L2 conceptual 
knowledge is different.  
 
  
Figure 2-2    Model of L1 and L2 lexical and conceptual links adapted from Kroll and 
Stewart (1994, p. 158) 
 
The four relations have different effects on the building of L2 lexical network. In situations 
where L1 and L2 conceptual knowledge is the same and the corresponding lexical knowledge 
of L1 and L2 is equivalent, it is expected that L1 transfer is facilitative in learning. Overlaps 
in L1 and L2 with corresponding conceptual universals are very helpful in L2 vocabulary 
acquisition. With language overlaps, L1 plays a significant role by helping learners with a 
quicker understanding of L2 (Elston-Güttler & Williams, 2008; Nation, 2003; Wolter, 2006). 
L1 L2 
concepts 
lexical links 
conceptual links conceptual links 
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Closely related items in the L1 and L2 can bring up positive language transfer in the learning 
process. It is argued that conceptual knowledge is organised around prototypes (Nayak & 
Gibbs, 1990). In situations where both L1 and L2 lexical and conceptual organisations 
correspond, usually prototypes are involved (Swan, 1997; see also Y. Zhang, 2013). The 
prototypical sense of a word is more likely to have equivalents in L1 and L2 than peripheral 
senses. Lately a large body of research has been devoted to studying how awareness of 
conceptual knowledge across languages can facilitate L2 vocabulary acquisition (Boers, 
2000a, 2000b, 2004, 2011; Boers & Demecheleer, 1998, 2001; Charteris-Black, 2000, 2002; 
Lazar, 1996; T. F. Li, 2003; Littlemore, 2001, 2010b; Littlemore & Low, 2006a, 2006b; Low, 
1988; MacLennan, 1994). Transfer of words, constructions as well as lexical networks from 
L1 to L2 can be very effective in facilitating L2 acquisition.  
 
By contrast, the fact that lexical knowledge and conceptual knowledge in L1 and L2 are not 
always the same may cause L2 learning difficulty. Language- and culture-specifics and 
mismatches across L1 and L2, especially culturally loaded concepts in L2, can add to the 
learning burden. Conceptually corresponding notions in L1 and L2 may have marked 
distinctions in linguistic realisations and one word in L1 may have a few different 
expressions in L2. In L2 research of constructions, it was found that for learners of all 
proficiency levels, including advanced learners, the major difficulty lies in L1 interference 
(N. C. Ellis et al., 2008; Nesselhauf, 2003).   
 
As Wolter (2006) puts it, ―[…] L1 lexical/conceptual knowledge has a massive inﬂuence on 
how the learner structures connections between words in an L2‖ (p. 741), particularly if L1 
and L2 are cognate languages. However, the voluminous literature on L2 vocabulary 
acquisition mainly concerns English L2 acquisition by learners from other closely related 
European backgrounds, for instance, English L2 learners of French L1 (e.g., Boers, 2000b), 
Dutch L1 (e.g., Kellerman, 1978, 1979b; Verspoor & Lowie, 2003) and German L1 (e.g., 
Elston-Güttler & Williams, 2008). Cognate words of the same origins across L1 and L2 
usually still maintain a big part of the original forms, making them easier to learn (Milton, 
2009). In Kellerman‘s studies comparing breken in Dutch L1 and break in English L2 
(Kellerman, 1977, 1978), the two items are of the same etymological origin (Harper, 2001). 
The cognates make vocabulary acquisition relatively easy. The L2 acquisition of non-Indo-
European languages is more challenging and at the same time under-investigated (Meara, 
1996a; Zhou, 2001).  
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To sum up, the main factors in L2 acquisition of polysemy constructions are prototypicality, 
concreteness, frequency and L1 transfer. L2 acquisition of construction is complex and still 
remains to a great extent unclear (Wood, 2002). Furthermore, most L2 research investigates 
the processing of constructions (e.g., Casenhiser & Goldberg, 2005; N. C. Ellis et al., 2008; 
Goldberg & Casenhiser, 2008; Goldberg et al., 2004). As research on construction acquisition 
in L2 grows, there arises the need to investigate the L2 developmental sequences of 
constructions for more evidence, particularly from the cognitive perspective (N. C. Ellis, 
2003). As suggested in Bannard and Lieven (2012), the nature of language input varies 
significantly across languages. The literature mainly concerns L2 acquisition of English 
constructions and little is known about lexical construction acquisition in Chinese L2. In 
regard to acquisition sequencing research in Chinese L2, studies in sequence of sentence 
patterns abound (see Shi, 2006) but sequence in lexical acquisition is largely unknown. In the 
following section, lexical features of Chinese, particularly in reference to Chinese lexical 
constructions, will be reviewed and discussed.  
 
2.5     Polysemy Construction in Chinese L2 
The Chinese lexical system differs from that of Indo-European languages in regards to how 
lexical units are counted and the demarcation of Chinese lexical units has been heatedly 
discussed and debated. Section 2.5.1 gives a review of the lexical units of Chinese, which 
leads to the use of lexico-grammatical constructions in the present research. Section 2.5.2 will 
discuss polysemy in Chinese and introduce the target word. 
  
2.5.1     Lexical units in Chinese 
 ―Wordhood‖ in Chinese vocabulary has been heatedly discussed within the community of 
Chinese linguistics research (Duanmu, 1998). First of all, it is argued that the English concept 
of the word does not apply to Chinese (Chao, 2011; Lü, 1980) (but see Packard, 2000). 
Concerning Chinese lexical units, usually zì 字 (character) and cí 词 (usually translated into 
word) are most commonly used as the measuring units, although morpheme, phrase, 
compound and collocation are also used. These units are meant to approach the Chinese 
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lexical system from different perspectives. Defining these terms is helpful in understanding 
how the target constructions will be selected and how the frequency of the test items will be 
counted in this thesis.  
 
In alphabetic languages like English, a word in a running text is identifiable by a space at 
each end. However, in Chinese running text, no spaces are used between any lexical units. Zì 
has traditionally been the meaningful unit in the ancient Chinese language and is still the 
smallest writing unit in modern Chinese (Duanmu, 1998). It is what Chinese children learn to 
recognise and write at an early age and the basic unit used to look up items in the dictionary. 
It is also the basis for the size of a running text, so if one needs to know how long a document 
is, one counts the number of zì. Zì is usually translated into character in English, but it should 
be noted that zì is different from English characters. A character in English refers to a single 
letter, the combination of which makes words.  
 
The bigger lexical unit in modern Chinese is cí. Although cí is usually translated into word, it 
is very vague and difficult to define. The segmentation of words always attracts wide-ranging 
discussion (see Sun & Zou, 2001). Modern Chinese has a large number of homophones, i.e., 
the same pronunciation corresponding to different zì and different meanings. In order to avoid 
misunderstanding, polysyllabic, mostly disyllabic, language units are developed. The concept 
of Modern Chinese cí mainly refers to the customary polysyllabic lexical units. When 
vocabulary size is discussed in Chinese L2, the number of cí is discussed. However, it should 
be noted that segmentation of Chinese cí sees substantial variation across different 
authoritative lists of Chinese vocabulary and ―[…] there does not exist a commonly accepted 
Chinese lexicon‖ (J. Zhang, Gao, & Zhou, 2000).  
 
Other lexical units in Chinese such as morphemes, multi-character words, compounds, 
phrases, collocations, idioms and proverbs complicate the situation even further (Cheng, 
2000; Hoosain, 1992; B. Yu et al., 1985). Confusion caused by the complication is reflected 
in the most recent Chinese Proficiency Test Syllabus (Hanban, 2010) (Syllabus hereafter), 
which is the most authoritative guideline for Chinese as a Second/Foreign Language test. The 
Syllabus includes a list of compositional multi-character lexical chunks as the required 
vocabulary, but the individual constituent characters are not listed. For instance, tán gāngqín 
(play-piano) is listed, but strangely neither tán (play) nor gāngqín (piano) is on the list. This 
situation demonstrates the confusion over Chinese lexical units and thereby highlights the 
 34 
 
importance of studying lexical chunks in Chinese (Jianyu Li, Zhou, Luo, & Yang, 2012). In 
addition, empirical evidence demonstrates that access of Chinese compounds (a cí that 
consists of more than one morphemes) is correlated with the frequency of the chunk but not 
with the frequency of the constituents (Janssen, Bi, & Caramazza, 2008). Compounds are 
stored and retrieved in entrenched forms. It is argued that ―Chinese phrase‖ is very important 
for Chinese L2 learning and acquisition studies (Jianyu Li et al., 2012, p. 5255). Using 
constructions as the target items makes it easier to approach Chinese L2 vocabulary as it 
circumvents the confusion and debates over the lexical units in Chinese. The inclusive model 
of construction by Goldberg and Casenhiser (2006) (see Chapter 1) in Chinese L2 vocabulary 
research (see also Ho, 2008) extends the scope of the target test items. The target 
constructions in this thesis will be stable multi-word patterns with sufficient frequency. The 
number of the constituent characters and words in the target constructions is not specified.  
 
2.5.2     Polysemy in Chinese and the target word 
Research suggests that Chinese is more polysemous than English, with higher context 
sensitivity (Aaronson & Ferres, 1986; Golden, 1996; Hunt & Agnoli, 1991). Semantic 
analyses of Chinese polysemy have been conducted in literature (e.g., Gao, 2001; Newman, 
1993; Thepkanjana & Uehara, 2008; H.-C. Wu, 2003). Chinese polysemous items are usually 
monosyllabic characters due to the fact that they are capable of combining with other 
characters. Mono-syllabic characters tend to be more polysemous than polysyllabic 
compounds whose meanings have been jointly structured by other constituents of the 
compound (Hao, 1999). It is also acknowledged that high-frequency words are usually 
polysemous (Crossley et al., 2010; Fenk-Oczlon & Fenk, 2010; Makni, 2013). Given the 
productivity and frequency of Chinese monosyllabic items, it is assumed that an ideal 
candidate for a study on polysemy would be a monosyllabic item of high frequency 
displaying a wide range of senses.  
 
The target word in the thesis, shàng, primarily a locative in Chinese meaning on, has 
developed a variety of senses across different lexical categories, such as postposition, verb, 
adjective and adverb. The primacy of spatial concepts contributes to the high frequency and 
semantic and syntactic productivity of spatial words. This target word was chosen as the 
polysemous candidate in the current study for its high frequency, multiplicity of senses and 
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difficulty in L2 acquisition. The frequencies of shàng in different Chinese corpora are 
illustrated in Table 2-1. In all of the four investigated Chinese corpora, shàng is ranked a 
highly frequent character. A few studies have examined shàng used as a locative postposition 
after a head noun, which functions in the same way as English prepositions. This thesis 
research investigates it used as a verb in different polysemy constructions since verbs tend to 
be more polysemous than other lexical categories (Aitchison, 2001; Fellbaum, 1990). Chapter 
3 will review the literature on linguistic as well as conceptual knowledge of shàng.  
 
Table 2-1     
Frequencies of shàng in different Chinese corpora 
CCL Corpus
1
  CN Corpus
2
  People‘s Daily 
Corpus 
 Lexiteria 
F
3
 R
4
 F R F R F R 
0.22% 17 0.60% 10 0.44% 22 0.45% 24 
Note. 
1 
Chinese corpus by the Centre for Chinese Linguistics at Peking University 
 
2 
Chinese corpus by the Institute of Applied Linguistics of Ministry of Education 
 3 
F = frequency; 
4 
R = rank.  
          
       
2.6     Chapter Summary 
This chapter has presented the theoretical framework for the present research and relevant 
issues and factors in L2 vocabulary acquisition. The research is carried out in the framework 
of the lexical network theory. Words are interconnected through paradigmatic and 
syntagmatic relations among words. Polysemous senses constitute a network of interrelated 
senses extending from the prototypical sense to the peripheral ones. The construction, as a 
basic lexical unit, is an instance of the syntagmatic relations among words. L2 development 
of lexical network knowledge includes the development of polysemy knowledge and 
construction knowledge in the L2. Polysemous senses are possible only when they are used in 
contexts, and constructions provide a primary source of contexts for different senses.  
  
Factors that may account for L2 vocabulary acquisition have been reviewed such as 
prototypicality, imageability, concreteness, literalness, frequency and L1 transfer. The use of 
prototypicality pattern has been very limited in L2 vocabulary acquisition due to concerns 
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over its inconsistency and lack of acquisition evidence supporting it. It is documented that 
prototypicality patterns also involve the several abovementioned factors, such as imageability 
and frequency.  
 
The focus in L2 lexical research has started to shift from the focus on the acquisition of single 
words to the acquisition of constructions. L2 construction acquisition is complex and much 
remains unclear as to the process and the factors affecting it (Wood, 2002). The very limited 
research to date on the domain in vocabulary research leaves a range of questions open as to 
how Chinese L2 learners deal with constructions, and this gap in the knowledge provides the 
motivation for the current research. The last section in this chapter discussed lexical features 
in the Chinese language and introduced the target word in the study, the polysemous shàng 
constructions. The next chapter introduces shàng as a conceptual and linguistic entity. 
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Chapter 3 
Understanding Shàng (上) 
 
 
3.1    Overview 
The present research investigates L2 acquisition of shàng-phrases as a lexical construction. 
The previous chapter reviewed relevant literature on L2 vocabulary acquisition studies, 
particularly in L2 polysemy and L2 constructions. This chapter surveys the conceptual and 
semantic analyses of SHÀNG/shàng in Chinese as well as research examining the acquisition 
of SHÀNG/shàng in Chinese L2. Methodological issues will also be addressed where relevant. 
Literature in other languages, particularly in English, is referred to in this review.  
 
After the overview in Section 3.1, Section 3.2 describes primacy of spatial concepts and 
introduces the target word shàng. Section 3.3 presents two radial networks of shàng. Section 
3.4 gives an account of the conceptual and semantic analysis of SHÀNG/shàng that integrates 
both UP in English and specific features of SHÀNG in Chinese. Studies on acquisition of 
SHÀNG/shàng are reviewed in Section 3.5 and methodological concerns discussed. 
Methodological insights for the present research are also discussed. Finally, the chapter is 
summarised.  
 
3.2    Primacy of Spatial Concepts and the Chinese Shàng 
The primacy of space is probably due to the fact that every living organism needs to occupy 
the physical and visible space and the invisible space around it (Hall, 1959). Space has long 
been an intense research interest to philosophers, physicists, anthropologists and linguists 
alike. Concepts like spatial relations do not exist independently in the world. Instead, they are 
constrained by bodily experience (e.g., Johnson, 1987) and usually realised linguistically by 
spatial articles. Given that human beings share similar physical features, conceptual 
universals about space are possible. However, as a cultural or ethnic group, people in 
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different parts of the world have different physical experience and therefore people‘s 
concepts of space may vary across cultures and languages. A particular spatial relation can be 
structured by our bodily experience into multiple meanings (Beitel et al., 2001; Tyler & 
Evans, 2003). Some differences are significant in categorising cases of space, across 
genetically distant as well as close languages. Some languages agree on the overall spatial 
concepts but differ in outlining boundaries of closely related categories (Bowerman & Choi, 
2001). 
 
There are two major types of spatial concepts: static and dynamic. Static relations describe 
situations where objects do not move in reference to a landmark. The major static relations 
are containment, support, encirclement, attachment, adhesion, piercing and hanging. In 
contrast, dynamic spatial concepts describe how objects move along a landmark (Johnson, 
1987; Langacker, 1987). The Chinese shàng, as a spatial article, can either be static 
(supportive on) or dynamic (upward) and as a verb it means to go up. The present study 
focuses only on the dynamic verb and its sense extensions, although some review of the static 
relation is necessary due to the interconnections between the two notions. The review of 
shàng will start with an etymological account and two network models in the literature.  
 
3.3    Radial Networks of Polysemous Shàng  
As discussed in Chapter 2 and illustrated in Figure 2-1 with the example of over, cognitive 
semantics posits that polysemous senses are motivated from a primary core sense. And the 
motivated senses constitute a radial network extending from the primary sense to multiple 
peripheral senses. This section gives an account of two sense extension models of 
polysemous shàng. One is an etymological account according to an online Chinese 
pictographic dictionary (S. Chen, 2010) and the other one is a study by Su and Liu (1999).  
 
3.3.1     An etymological account of shàng 
The Chinese language is claimed to be semantics-based, conceptually-oriented and highly 
iconic (W. Jiang, 2009; Tai, 1993). Iconicity in a writing system refers to the visual 
correspondence between a language unit and what it represents (Luk & Bialystok, 2005). The 
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Chinese character ―上‖ shàng (to go up) is indicative in nature with high iconicity. A brief 
etymological study provides a grounding for the conceptual and semantic analysis in the 
subsequent sections.  
 
Chappell and Peyraube (2008) studied the diachronic development of shàng as a localiser. 
The following examples are adapted from their study (pp. 18-24). According to them, shàng 
probably referred to heaven in oracle bone inscriptions (around 1400 BC). Later in archaic 
Chinese (11
th 
- 2
nd
 centuries BC), shàng developed the sense of over/above/on as in Example 
1 listed below. It started to be used either as a postposition after a noun, as the first instance 
of shàng in Example 2 illustrates, or independently, as in Example 3. In modern Chinese, the 
same sense as a postposition after a noun is still used but the independent use as in Example 3 
is very rare, except in well-established sayings and proverbs. It is noted that the second 
instance of shàng in Example 2, which is clearly not a localiser, refers to something that 
happens first. This sense corresponds to modern Chinese, where the same sense is used as an 
adjective and used before a noun indicating the first part of. For instance, shàng juàn means 
Volume I of a collection.  
 
(1) 今   拜          乎   上      (论语：子罕) (around 200 BC) 
     Jīn    bài       hū  shàng        (Lúnyǔ：Zǐhǎn)    
    now worship  at  above       (Confucian Analects: Zǐhǎn) 
    ―Now, the practice is to worship above (the hall)‖ (translated in Chappell & Peyraube, 
2008) 
   ―Now, the practice is to worship (the emperor) in the hall‖ (translated by the present 
researcher) 
 
(2) 王      坐  于  堂     上        (孟子：梁惠王上) (around 300 BC) 
     Wáng zuò yú táng shàng     (Mèng zǐ：Liánghuìwáng shàng) 
     king    sit  at   hall aloft        (Mencius: Liánghuìwáng   Part I) 
    ―The king was sitting aloft in the hall‖   
 
(3) 上   有       万    仞  之   高， 下    有  不测  之 深。 (世说新语：德行) (around 400 AD) 
    Shàng yǒu  wàn rèn zhī  gāo，xià yǒu  búcè   zhī shēn. (Shìshuōxīnyǔ: Déxíng) 
   above there-be ten-thousand rèn AUX. height below there-be immeasurable AUX. depth 
    ―Above there is a great height, below there is an unfathomable depth‖. 
 
   AUX. auxiliary word 
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The online resource S. Chen (2010) presents a hypothesis of form evolution in Figure 3-1 and 
sense extensions of shàng in Figure 3-2 (see Appendix 1 for the original pattern).  Figure 3-1 
illustrates the evolution of the item from 1400 BC up to now. Similar to the assumption in 
Chappell and Peyraube (2008), the original form   was invented probably to indicate 
heaven. The two parallel bars respectively symbolise heaven and earth, with the upper bar 
shorter and the lower bar longer curving upwards, emphasising the upper bar heaven. This 
sense is presented as Sense (1) in Figure 3-2. Probably in order to differentiate shàng from 
the character ―二‖ èr (two), the form   was developed around 1100 BC.   
 
 
Oracle bone script 
(starting around 1400 
BC) 
Bronze script 
(starting around 
1100 BC)  
Small seal script 
(starting around 220 
BC) 
Clerical script 
(starting around 200 
BC) 
                            
Figure 3-1    Evolution of Chinese character ―上‖ shàng (S. Chen, 2010)  
 
It is not known whether the sense extension from Sense (1) heaven to Sense (2) the 
orientation from earth to heaven was motivated by the form change from  to , but it 
seems to be a crucial extensional step. The upward tendency of shàng started to take form 
and thereby shàng began to be used as an adjective, an adverb, a verb and an auxiliary. The 
adjective sense of shàng indicates a relational position of one object being higher than the 
other, as in Sense (3). The extension from Sense (3) spatially higher to Sense (4) temporally 
earlier is a TIME-AS-SPACE metaphorical process. Boroditsky (2001) provides empirical 
evidence for the notion that Chinese native speakers predominantly conceive time vertically. 
In one experiment of hers, Chinese speakers confirmed March comes before April faster 
when presented with a picture with two objects placed one above the other. One possible 
explanation to this vertical model of time perception, according to Peck (1950), is the river 
model of thinking. The areas along the Yangtze River and the Yellow River are where 
Chinese civilisation started. The upper streams, which are spatially higher than the lower 
stream, also formed earlier in time sequence. The verticality of time is predominantly 
perceived by Chinese. For instance, shàng gè yuè  means last month and shàng wǔ means 
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morning. This assumption is well received in conceptual studies of time in Chinese (Lan, 
2003; Radden, 2004; Su & Liu, 1999; N. Yu, 1998) (but see Link, 2013).  
 
Another line of development is evident in the adjectives senses (5) and (6) in Figure 3-2. The 
adjectives Sense (5) of a higher rank/prestigious developed into the adverbial Sense (6) 
toward a higher level/rank. By tradition China is a hierarchically stratified society and rank 
relations are denoted and reflected in the Chinese language. From this presumably original 
sense heaven developed the sense of the emperor and the emperors used to address 
themselves as huáng shàng (emperor shàng), as is the example in Sense (7). Then naturally, 
Sense (7) the emperor, extends to Sense (8) to present respectfully, which was used at the 
beginning when officials needed to present documents to the emperor. This sense has been 
used in situations where sacrifice is offered to ancestors, Gods and documents submitted to 
any authoritative individual or office that are hierarchically higher. The verb senses seem 
quite prolific: the vertical movement in Sense (9) to go up; to climb was developed into 
horizontal movement in Sense (10) to move towards; to go to due to the tendency for people 
to use vertical dimensions to talk about horizontal movements in Chinese as well as in 
English (Lan, 1999). Usually one goes to a place and starts something new and hereby 
extends Sense (11) to start. 
  
A few concerns may arise in regard to this network model. For example, on the website 
developed by S. Chen (2010), the collocation to get employed is categorised into the same 
cluster with the sense to go to a higher place in (9). Apparently the sense in to get employed 
has gone through a metaphorisation process while to go to a higher place is used literally. 
The senses to grow old and to go to/start to work are clustered together under Sense (10). 
There seems to be a big gap between the two senses. The shàng in the former means 
accumulation of the amount, which is very different from the shàng in the latter. The sense in 
to apply ointment is clustered under Sense (11) but it seems out of place. The shàng in shàng 
yào (to apply ointment) seems not belonging to any of the presented sense groups and it may 
be necessary to propose an independent sense (see Section 3.4 for details).  
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Figure 3-2    The sense extension pattern of shàng in S. Chen (2010) 
(4) Adj.: earlier in sequence 
shàng gǔ (ancient): prehistoric  
shàng jí (TV series): part one 
(1) Original sense, noun:  
 Heaven in contrast with earth 
shàng dì (emperor): God 
shàng tiān (heaven): heaven 
(2) Noun: the orientation 
from earth to heaven 
shàng kōng (sky): sky 
higher up 
cháo (towards) shàng: 
upwards 
 
(3) Adj.: towards the sky; higher 
shàng bì (arm): upper arm 
shàng yóu (stream): upper stream 
 
 
(5) Adj.: of a higher rank 
shàng bīn (guest): prestigious guest 
shàng sī (administrator): boss 
(6) Adv.: towards a higher place; towards a higher 
rank 
shàng fǎng (visit): to meet with higher authorities 
shàng jiǎo (pay): to hand in to the authority  
(7) Noun: the emperor (son of 
heaven) 
shàng yù (notice): imperial edict   
huáng (emperor) shàng: emperor 
(8) Verb: to present respectfully 
shàng shū (letter): to submit a 
written statement to the emperor   
shàng zòu (report): to report orally 
to the emperor 
(9) Verb: to go upwards, to climb 
shàng àn (bank): to climb onto 
river bank   
shàng lóu (building): to go 
upstairs 
(10) Verb: to go to; to visit 
 shàng bān (work): to go to work; 
to start to work 
 shàng jiē (street): to go out 
(11) Verb: to get into; to join; to 
undertake; to start   
shàng kè (class): to start class 
shàng shì (market): to come into 
market 
(12) Auxiliary: to indicate a 
scope and a developing process 
sīxiǎng (ideology) shàng: in 
ideology  
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The terminology of the lexical category of Sense (12) as auxiliary in expressions such as huì 
shàng (at the meeting) is questionable. It was termed as noun in Su and Liu (1999) and 
adposition, which is an inclusive term for preposition and postposition, in Chao (2011). Little 
connection is observed between the verb (11) to get into and the auxiliary (12). The radial 
network in S. Chen (2010) is based on his analysis and interpretations. However, there may 
be other alternatives to explain the examples listed in Figure 3-2. The sense extension pattern 
in Su and Liu (1999) will be presented in the following section. 
 
3.3.2     Su and Liu’s model of shàng senses 
Su and Liu (1999) illustrated with instances how shàng senses form a network, as shown in 
Figure 3-3 and Appendix 2. How senses were extracted and how senses extended were not 
detailed, but they claimed their research was corpus-based and dictionary-based.  
 
The basic sense shàng defined in the red box is from up-down orientation and is used as a 
noun, according to the researchers, after other nouns. In the present thesis, the term 
adposition in (Chao, 2011) will be used. Around the basic sense, there are five sense clusters 
in different colours. The cluster in blue in the left bottom corner is the concrete noun 
(adposition) cluster that comprises instances of the basic sense. Shàng indicates the static 
relations between the object and the reference point. The first instance in the green cluster is a 
supportive relation, where the distance between the object and the reference point is reduced 
to zero. It develops into attachment relations in examples of on the wall and on the face. This 
relation of attachment is used to address similar situations in Cienki (1989) and Y. Zhang 
(2013), e.g., painting on the wall or a dog on a leash. The instances in the last two blue boxes 
show that the reference point grows in scale into town, street and river to indicate a larger 
bounded area.  
 
There are two adjective/adverb clusters respectively in orange and greenish grey. In the grey 
cluster, the researchers presented their belief that the sense earlier in time extends 
metaphorically from upper stream based on the assumption that what is higher is what 
happens earlier (see Section 3.3.1). This metaphorisation involves a mapping from space to 
time. In the orange cluster that consists of three metaphorical extensions, shàng means 
upward as an adverb and superior in quality/rank as an adjective. Hence the researchers 
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suggested four conceptual metaphors: UP IS EARLIER, UP IS MORE, UP IS GOOD and UP IS 
POWERFUL. 
 
The purple verb cluster seems to have the highest number of senses, which provides support 
to the choice of choosing the verb as the target word in the present thesis. In the cluster, 
Sense (a) to go up is an extension of the basic sense. The verb cluster extends from the 
concrete sense (a) to the abstract sense (h) to go to a place and start, where the lexical 
fossilisation is evident. As the first step, (a) to move from a lower level to a higher level 
extends to (b) to get onto a surface with a supportive floor, in which the supportive floor is 
not necessarily higher than the original level. In the two examples of (b), for instance, the 
floor of a boat may be lower than the platform. The interconnection between (f) and (g) 
seems to be to attach. The attachment relation in (f) indicates that one object (ointment or 
colour) is applied to the surface of another one (skin or artwork). The relation in (g) indicates 
that one object (latch or bayonet) is fixed and connected to the other (door or gun barrel). 
The connection between (e) to be reported on newspaper or TV and the abovementioned 
senses may be the fact that the image seems to be attached to newspaper or TV display (but 
see Y. Zhang, 2013 for contiguity relation). The other verb cluster in green extends from (a) 
to go up. It includes instances of shàng in ―verb-resultative‖ constructions, where it is used 
after the main verb (as an aspect marker) to indicate the achievement and attainment of a 
goal.  
 
Discrepancies are observed between the this radial network and the one in S. Chen (2010) 
described in Section 3.3.1. As presented in Figure 3-2 in S. Chen (2010), the interconnections 
can go across different lexical categories, from noun to verb and adjective, from adjective to 
adverb and from verb to adposition. As a contrast, in Figure 3-3, most of the clusters only 
focus on one lexical category, with only the orange cluster having both adjectives and 
adverbs. In Figure 3-2, the verb sense to submit respectfully to an authority is shown to 
extend from the sense emperor. However, Figure 3-3 demonstrates that the sense to present 
respectfully in (d) arises from (c) to get onto streets or highway. The connection between (h) 
to start something new and (g) to attach seems very weak.  
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  Figure 3-3    The polysemous pattern of shàng adapted from Su and Liu (1999, p. 69) 
b. shàng chē (car): to get into a car/get aboard   
   shàng chuán (boat): to get aboard a boat 
c. shàng gāosùgōnglù (highway): to get onto 
highway 
d. shàng shū (letter): to submit a document to emperor   
 shàng yán (talk): to talk to the emperor     
e. shàng bào (newspaper): to be reported on newspaper 
 shàng diànshì (TV): to be reported on TV 
f. shàng yào (ointment): to apply ointment  
   shàng sè (colour): to paint; to colour 
g. shàng ménshuān (latch): to latch the door 
    shàng cìdāo (bayonet): to fix bayonet 
h. shàng gōng (work): to start to work 
   shàng rèn (post): to take up an official post 
adj. shàng zhōu (week): last week 
shàng cè (volumn): Volumn I 
adj. shàng pǐn (quality): 
of the highest grade 
adj. 
shàng cāng (heaven): 
heaven 
shàng sī (administrator): 
boss 
 
 
n. zhuō (table) shàng: on the table  
tái (stage) shàng: on  the stage 
 
adv. shàng zhǎng (to 
rise): to rise  
 
adj. shàng yóu 
(stream): upper stream 
a. shàng shān (hill): to climb hill 
shàng lóu (building): to go upstairs 
n. qiáng shàng: on  the table  
  liǎn shàng: on the face 
n. zhèn (town) shàng: in the town 
 jiē (street) shàng:on the street 
n. zǐ zài chuān shàng: Confucius 
was standing by a stream 
asp. zhǎo (find) shàng: have found 
  xiě (write) shàng: have written 
asp. mí (fanscinate) shàng diàn shì 
(TV): be addicted to TV 
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The two extension models are based on the researches‘ intuitive interpretations. In particular, 
it is observed that the purple verb cluster in Figure 3-3 is a linear pattern of sense extensions 
extending from the most concrete and compositional sense to the more abstract and idiomatic 
senses. Since little methodological detail was provided, the linear form remains very 
questionable. Later on in Chapter 6, I am going to look at the sense relatedness of verb shàng 
is perceived by language users with greater weight of empirical evidence. In order to reach a 
more comprehensive understanding of shàng, literature on conceptual and linguistic 
knowledge will be reviewed in the following sections.   
 
3.4     Conceptual and Semantic Analysis of SHÀNG/shàng  
3.4.1     Conceptual analysis of SHÀNG 
A few linguists have made systematic analyses of UP metaphors in Chinese vis-à-vis those in 
English from different perspectives (Boroditsky, 2001; Jin, 2011; Kövecses, 2005; Lan, 1999, 
2002; Link, 2013; Scott, 1989; Su & Liu, 1999; N. Yu, 1995, 1998). In these studies, due to 
the intangibility of the concept UP, the character shàng (to go up) is chosen in most studies as 
an exemplar of UP. This section will review these studies, particularly two researchers‘ 
detailed corpus-based studies: Lan (1999, 2002, 2003) and Jin (2011). Following the tradition 
in cognitive linguistics, the lowercase letters are used for linguistic items such as shàng and 
up, while the small capital letters such as SHÀNG and UP are used for concepts. 
   
The corpus-based conceptual analyses conducted by Lan (1999, 2002, 2003) and Jin (2011) 
demonstrate that Chinese SHÀNG metaphors exhibit remarkable similarities with English UP 
metaphors. Due to the ―blackbox‖ mechanism of the human mind, conceptualisation is 
considered a mystery that has to be investigated through analysing human behaviours 
(Pederson & Nuyts, 1999, p. 3). In order to examine conceptual knowledge of UP, both Jin 
and Lan used shàng as a linguistic instance of the concept SHÀNG and up of UP. Lan (1999, 
2002, 2003) divides the image schemas of the positional shàng into three categories: the 
static SHÀNG, the contact SHÀNG and the dynamic SHÀNG. The categories depend on the 
relations between the trajector and the landmark. As addressed in Chapter 1, the landmark is 
the object whose location is known and stays as the reference point of the moving object, the 
trajector. The trajector refers to the focal object whose position is to be identified in reference 
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to the landmark. The images schema of the static relational SHÀNG is illustrated in Figure 3-4, 
where the trajector is above or over the landmark and no vertical motion is involved. The 
concept can be found in both Chinese and English, for example:  
 
(4) 桌子      的        上    方           有         面       镜子。 
       zhuō zi   de        shàng fāng      yǒu     miàn    jìng zi 
       table      POSS.    above          exist    MEAS.  Mirror 
       There is a mirror above the table.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3-4    The static SHÀNG with the trajector (TR) over or above the landmark (LM) 
adapted from Lan (2003, p. 63) 
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The SHÀNG indicating contact and support is a special case of the static SHÀNG, as the image 
schema illustrates in Figure 3-5. With the support of the landmark, no vertical motion is 
involved. The prototypes in Chinese and English for the supportive contact relation may have 
the same conceptual basis and the same functional-conceptual connections (Tai, 1993), for 
example: 
 
(5) 柜台       上        有          部           电话。 
       guìtái     shàng   yǒu        bù          diàn huà 
       counter   on         exists     MEAS.    telephone 
       There is a telephone on the counter. 
 
 
 
 
 
  
  
 
 
 
 
 
 
Figure 3-5    The contact SHÀNG with the trajector (TR) on the landmark (LM) adapted 
from Lan (2003, p. 64) 
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The dynamic relation, as a contrast, involves the vertical motions of the trajector and the 
resultant change of position. As illustrated in Figure 3-6, the trajector moves towards the 
destination, which is known as the goal. The upward motion is exemplified in (6). 
  
(6) 气球       升      上       天   空。 
       qìqiú      shēng shàng tiān kōng  
       balloon   rise     up          sky 
       Balloons rose up into the sky.  
 
 
 
 
Figure 3-6    The dynamic SHÀNG with the trajector (TR) moving (upwards) towards the goal 
(GL) adapted from Lan (2003, p. 62) 
 
 
In addition, Lan (1999, 2002, 2003) compared the percentages of the target items, Chinese 
SHÀNG and English UP. As high as 65.34% of SHÀNG in Chinese are static in meaning, while 
as a contrast only 2.27% of UP are static in English. For this reason, wordings like 
AT/TOWARDS are used to describe both dynamic and static situations in the following Chinese 
conceptual metaphors, while only TOWARDS wordings were used to describe English 
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conceptual metaphors. Four major categories of conceptual metaphors are identified, namely, 
QUANTITY, STATUS, TIME and STATES, as follows (Lan, 2003, pp. 84, 108):   
 
(1) AT/TOWARDS A LARGER QUANTITY IS SHÀNG. (Chinese) 
TOWARDS A LARGER QUANTITY IS UP.  (English) 
(2) AT/TOWARDS A MORE IMPORTANT STATUS IS SHÀNG. (Chinese) 
TOWARDS A MORE IMPORTANT STATUS IS UP. (English) 
(3) AT/TOWARDS AN EARLIER TIME IS SHÀNG. (Chinese) 
TOWARDS A LATER TIME IS UP. (English) 
(4) AT/TOWARDS A MORE DESIRABLE STATE IS SHÀNG. (Chinese) 
TOWARDS A MORE DESIRABLE STATE IS UP. (English)  
 
It seems the English and Chinese conceptual metaphors are quite compatible except in (3) 
when time is talked about. In Chinese, as previously discussed in Section 3.3.1, shàng is used 
to describe something that happens earlier possibly due to the River Model way of thinking: 
Rivers flows from a higher place to a lower place and it is evident that water in the higher 
place also runs first. However, it is noted by the present researcher that the statement 
TOWARDS A LATER TIME IS UP in English is an oversimplification.  For instance, the English 
sentence ―we will have to move the meeting up‖ means ―we will have to meet earlier than 
originally scheduled‖. In court, witnesses usually are asked to ―back up‖ to recall what 
happened earlier on. This is more evidence that concepts seem more complicated than 
assumed.   
 
Although it is reasonable to compare cross-cultural universals and culturally-specific 
metaphors, Lan (1999, 2002, 2003) seemed to overemphasise the similarities between the two 
languages by trying to fit Chinese instances into the conceptual models in previous literature. 
In addition, she did not explain why she ignored other well-established UP metaphors in 
English and chose the abovementioned four only. As early as in Lakoff and Johnson (1980b), 
RATIONAL and HAVING CONTROL OR FORCE for UP were suggested. Later on Machonis 
(2009) proposed INTENSITY and DIRECTION and more recently ACTIVE and VISIBLE were also 
proposed in the literature (e.g., Boers, 2011; Lindstromberg, 2010). By confining the Chinese 
UP conceptual metaphors to only four, Lan (2003) presented only a partial picture of Chinese 
UP metaphors. For example, the two instances discussed previously, shàng bān (to go to/start 
to work) and shàng kè (to start class), do not fit into any of the four categories.  
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Another potential limitation in her study is that some of the abovementioned categories are 
apparently overlapping. For instance, MORE IMPORTANT STATUS and MORE DESIRABLE 
STATE are all about ranking and prestige, which can be categorised into one. Jin (2011) was 
aware of this limitation and tried to integrate the conceptual UP metaphors in Lakoff and 
Johnson (1980b) into the models of Lan (1999, 2003). Jin (2011) specified the conceptual 
SHÀNG metaphors in greater detail. For instance, for the conceptual metaphor of STATE, she 
listed ACTIVE, ACHIEVEMENT, PUBLICITY, A DESIRED RESULT, etc. She also proposed two 
more categories: RELEVANT SCOPE and OTHERS. RELEVANT SCOPE refers to the instances 
where shàng plays the role of an adposition to indicate the physical location of a focal object, 
while instances in OTHERS usually indicate a period of time such as wǎn shàng (in the 
evening) and huì shàng (at the meeting) or to specify a topic metaphorically such as yuánzé 
shàng (in principle). It is proposed here that the two categories of SCOPE and OTHERS can be 
combined into one under the name of SCOPE, which can be used either literally or 
metaphorically. Other than the contribution of the SCOPE metaphor, the other notable aspect 
that Jin (2011) improved on Lan (1999, 2002, 2003) was the use of metaphor identification 
criteria. Lan‘s studies were corpus-based and the conceptual analyses were based on her 
intuitive judgement. Jin (2011) employed metaphor identification criteria suggested by Steen 
(2007). According to Steen (2007), while understanding conceptual metaphors is only a 
cognitive process, corpus-based analyses of conceptual metaphors inevitably involve 
establishing selection criteria in data collection. Without a well-defined category demarcation 
or selection criteria, the corpus-based conceptual analyses in Lan (1999, 2002, 2003) has 
methodological limitations in data collection and analysis.  
 
What is highly challenging in both researchers‘ studies is quantifying conceptual metaphors. 
As discussed in Chapter 1, conceptual metaphors are abstract and intangible and they are 
realised with different linguistic items. In order to count the frequencies of SHÀNG, Lan 
(2003) identified 22 Chinese characters that might suggest the concept and expressions with 
each of these characters further categorised under STATES, QUANTITY, TIME and HIERARCHY. 
Considering the confusion over STATES and HIERARCHY addressed previously, concerns over 
the validity of the results remain. That is probably why researchers usually count frequencies 
of linguistic expressions but not conceptual metaphors.  
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In addition, both Lan (1999, 2002, 2003) and Jin (2011) use English as the reference 
language in their conceptual analysis. As pointed out by many researchers (e.g. Tai, 1993; 
Wierzbicka, 1999), analyses of language universals are usually biased towards English since 
it is the language most intensively investigated and usually the reference point for analysis. 
When the research goes to the level of instances in languages other than English, a more 
detailed analysis is needed in the context of the target language itself to avoid 
oversimplifications. In addition, shàng can be an adposition indicating location and a verb, 
among other lexical categories. Unfortunately, very little has been done on the analysis of the 
verb. Literature on the locative shàng will be reviewed in the following section to help 
understand the lexical item. 
 
3.4.2     Analysis of the locative shàng  
The locative shàng indicates a support relation. Support is one fundamental spatial 
relationship and its linguistic realisations also display universality and variation. Regarding a 
wider range of cross-linguistic research, Bowerman and Choi (2001) reported an 
investigation of how speakers of thirty-eight languages described different spatial relations, 
where no identical spatial systems were found. As shown in Figure 3-7 (Bowerman & Choi, 
2001, p. 485), six languages make use of either separate or overlapping notions for the six 
different situations such as support, adhesion, attachment, piercing, hanging and containment. 
For instance, one Spanish word en can describe all of the spatial relations (a) to (f), while 
English uses on for (a) to (e) and in (f) and Dutch uses three different locatives. Cross-
linguistic variations are well illustrated in this study.   
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Figure 3-7    Cross-linguistic differences in categorizing static spatial relationships 
(Bowerman & Choi, 2001, p. 485)  
 
 
 
 
 
Figure 3-8    Domains of the localiser shàng (Cheng, 2000, p. 174) 
 
 
As to the support relation in Chinese, the illustration in Cheng (2000) in Figure 3-8 gives an 
overview of domains of shàng. It can indicate a focal object being the top part of a landmark 
(top domain in Figure 3-8), for instance, shūyè de shàng biān (the top part of the page). It can 
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also refer to an object on/over/above a landmark (surface domain) and a metaphorical domain 
that defines an abstract concept as a physical landmark (metaphorical domain). This overview 
is seconded by Jin (2011), who subsumes the conceptual shàng under the category of SCOPE. 
Y. Zhang, Segalowitz, and Gatbonton (2011), which is incorporated in (which is part of Y. 
Zhang, 2013), compared the topological spatial concepts of containment (IN relations) and 
support (ON relations) in Chinese and English. The stimuli were 116 line pictures indicating 
IN and ON relations, with 65 from Bowerman and Pederson (1992) and 51 original pictures. 
By having both Chinese L1 and English L1 participants describe the spatial relations in their 
native language, they found that the support relation, which is realised by shàng is 
predominantly used by Chinese L1 speakers in describing the target relations. With intuitive 
responses from language users, the reliability of the results is significantly improved 
compared with the analyses that are built on researchers‘ intuitive knowledge only. 
 
As demonstrated in Figure 3-9 and Figure 3-10, the inclusiveness of Chinese shàng may 
correspond with English on/over/above/in relations. The supportive on illustrated in (a) a cup 
on the table is believed to be the most primary sense in both languages. The attachment 
relations (b) to (e) such as a map on the wall and news on TV (but see Y. Zhang, 2013 for the 
contiguity relation), are similar in English and Chinese. When a relation indicating one object 
is higher than the other, English uses over for a closer relation, as in a bridge over the river in 
(f) and above for a relation beyond reach (Tyler & Evans, 2001), as in a plane above the trees 
in (g). The Chinese support relation also corresponds to the English containment relations as 
illustrated in (h) and (i). For instance, in the case of (i) a child in bed, probably Chinese 
speakers see a bed with a supportive surface while English speakers see themselves getting 
under the bed sheet and therefore in the bed.   
 
As abovementioned in Section 3.4.1, the conceptual basis for SHÀNG in Chinese and UP in 
English is similar but the linguistic realisations are very different. The spatial relations of the 
static shàng demonstrated in Figure 3-4 and contact shàng in Figure 3-5 are linguistically 
realised with most of the on, over and above relations and some of the in relations in English 
(Y. Zhang, 2013). The instances in Figure 3-9 and Figure 3-10 illustrate that the Chinese 
locative shàng is more inclusive and used more extensively than the English on in referring to 
spatial relations. This supports the opinion that different languages structure space differently 
and spatial relations always exhibit cross-linguistic variations (Bowerman, 1996; Herskovits, 
1987). 
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Figure 3-9    Instances of the locative shàng in Chinese 
a. A cup on the table 
b. A handle on the door 
c. A fan on the ceiling 
d. A map on the wall 
e. News on TV 
f. A bridge over the river 
g. A plane above the trees 
h. A bird in the tree 
i. A child in bed 
j. A woman in the armchair 
k. A plane in the sky 
l. A crack in the vase 
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Figure 3-10    English prepositions corresponding with Chinese locative shàng 
a. A cup on the table 
b. A handle on the door 
c. A fan on the ceiling 
d. A map on the wall 
e. News on TV 
f. A bridge over the river 
g. A plane above the trees 
h. A bird in the tree 
i. A child in bed 
j. A woman in the armchair 
k. A plane in the sky 
l. A crack in the vase 
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3.5     L2 Acquisition of SHÀNG/Shàng and UP/Up 
There is a general sparsity of research on L2 acquisition patterns of spatial metaphors and 
articles and two studies will be reviewed in this section: Jin (2011) on Chinese L2 acquisition 
patterns of spatial metaphors and Y. Zhang (2013) on English L2 acquisition of up.  
 
Jin‘s (2011) research offers insights to Chinese L2 acquisition of metaphors and polysemy. 
The many studies of L2 cognitive vocabulary acquisition are mostly pedagogy-oriented 
investigations on the effect of teaching conceptual metaphors (Boers, 2000b; Kövecses & 
Szabó, 1996; T. F. Li, 2003; X. Li, 2010; Littlemore, 2010a; Littlemore & Low, 2006b). 
Boers (2000b), for instance, demonstrated with three experiments that metaphor awareness 
can significantly enhance the retention of figurative expressions. Jin (2011) approached 
acquisition differently from the previous L2 polysemy studies. She carried out a cross-
sectional contrastive interlanguage study on Chinese L2 and English L2 acquisition of 
UP/DOWN and SHÀNG/XIÀ metaphors. By employing Chinese L1 and English L1 corpora data 
as the benchmark, she examined how Chinese L2 and English L2 acquisitions of spatial 
metaphors develop across different proficiency levels. Frequencies of the target items in L2 
learners‘ writing corpora were compared against the corresponding L1 corpora. She found 
that the major factors that contributed to L2 acquisition of spatial metaphors were frequency 
of metaphor, L2 proficiency, topic familiarity and linguistic factors. Frequency in this 
research was corpus-based while topic familiarity presumably referred to the impression of 
the researcher. For instance, school life was considered a familiar topic for the participants 
and hence the high production frequencies of expressions such as shàng xué (to go to school) 
and shàng kè (to start class). However, no clear definition of topic familiarity was given and 
no empirical data provided. Linguistic factors referred to the grammatical functions of the 
metaphor word and collocation knowledge. Her findings indicated that both low and high 
proficiency Chinese L2 learners tended to be affected most by frequencies of metaphors. L2 
proficiency effect on acquisition of shàng metaphors is presented in Figure 3-11 (Jin, 2011, p. 
98) in a simplified model that takes the form of a pendulum. The ―pendulum effect‖ of 
acquisition indicates that Chinese L2 acquisition of spatial metaphors is a dynamic process. 
The lower proficiency learners‘ data, as predicted, was found to be more unpredictable and 
further away from L1 corpora while the data of higher proficiency learners was more stable 
and closer to L1 speakers, which is the target line in Figure 3-11. L2 lower learners‘ use of 
metaphors was more easily affected by topic familiarity and L1 transfer than higher learners‘. 
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In addition, all learners are affected by linguistic factors such as L1 transfer, linguistic 
phraseological realisations and grammatical functions of the test items. Frequency was found 
more influential in affecting L2 acquisition than conceptual and linguistic similarity between 
L1 and L2.  
 
 
Figure 3-11    The pendulum effect of Chinese L2 acquisition of shàng by high (HP) and low 
proficiency (LP) learners in reference to L1 (the target line) (Jin, 2011, p. 98) 
 
 
Apart from the contributions, the study is subjected to a few limitations. The challenge to 
quantify metaphors was already addressed in Section 3.4.1. The second major concern over 
Jin (2011) is the data resources and their reliability. The L2 corpora in Jin (2011) are 
composed of L2 learners‘ productions on given topics in national exams, while L1 corpora 
are comprehensive and balanced with materials from different genres. This discrepancy may 
affect the comparability of the L1 and L2 corpora concerned. Even L1 corpora may not 
always be compatible in language item frequencies due to different material resources (Liang, 
2014).   
 
Y. Zhang (2013) investigated the supportive localisers shàng/on and containment localisers 
lǐ/in in English and Chinese, and English L2 acquisition of on and in by Chinese L1 
participants. The research design addressed a few methodological concerns in literature in the 
following aspects. First, Zhang‘s (2013) study addressed the syntactic flexibility variable 
discussed in Chapter 1 by focusing only on ―noun-shàng‖ structures, for instance. This 
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practice is believed to be particularly important in studies on highly polysemous items (e.g., 
Kellerman, 1978) as well as constructions (Gries, 2008). Second, the data on the test items 
relied on the elicited judgements of language users instead of using her subjective judgement. 
Finally and very importantly, the materials used to elicit data from L1 and L2 speakers were 
identical and therefore the data was more reliable than those in Jin (2011).  
 
In regard to the interpretations of the differences between shàng and on, Y. Zhang (2013) 
proposed the conceptualisation similarities and differences between the two languages. Some 
uses of shàng, including the prototypical use, find equivalents in on, but shàng covers a wider 
range in use (see Figure 3-9 and Figure 3-10). Semantically, English and Chinese speakers 
seem to attach different levels of importance to function and geometry. In the case of a 
woman in the armchair, the function of containing a person is more prominent in English, 
while the use of Chinese shàng in the same situation indicates the geometry of supporting a 
person is more important. Different cognitive focus on the focal object and the reference 
object by English and Chinese L1 speakers and language conventions may also affect how 
they perceive the relations. 
 
In the acquisition study in Y. Zhang (2013), two groups of participants were examined: 
Chinese ESL learners and English monolinguals. It was found that L2 learners had more 
difficulty in using the target articles properly in situations where containment and support 
relations do not correspond. L1 interference and the cognitive focus on the focal object and 
the reference object of the spatial relations by English and Chinese speakers were believed to 
account for the learning difficulty. In examining the possible factors underlying the English 
L2 knowledge of in and on, it was found that self-reported English exposure was significantly 
correlated with their performance in using the target articles, but not L2 proficiency scores. It 
was suggested that prototypicality, concreteness and frequency might be other alternative 
explanations. However, no quantitative evidence was provided. Y. Zhang‘s (2013) findings 
support literature discussed in Chapter 2 about L1 transfer but not literature on the role of L2 
proficiency L2 proficiency predicts L2 vocabulary acquisition patterns (Leńko-Szymańska, 
2014; Schmitt & Carter, 2000; Vidakovic & Barker, 2010).  
To sum up, both Jin (2011) and Y. Zhang (2013) are insightful in regard to theoretical 
assumptions and methodological approaches. The study in Jin (2011) demonstrates metaphor 
frequency affects L2 acquisition more than other factors and it affects lower learners more 
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than higher learners. The methodological weaknesses also need to be attended to. Validity 
and reliability of comparing L1 and L2 corpora concerned needs to be assessed in future 
acquisition research. Y. Zhang‘s (2013) treatment of syntactic flexibility and approaches to 
obtaining L1 and L2 data are methodologically significant. Her findings about L1 
interference give an account for L2 acquisition patterns. No significant correlation was found 
between L2 acquisition of the particles and L2 proficiency. Her suggestions about the role 
frequency plays and her findings about L2 proficiency in L2 acquisition pattern are also 
worthy of further investigation.  
 
3.6     Chapter Summary 
This chapter has looked at linguistic and conceptual analyses of shàng as well as the L2 
acquisition of the word in order to gain a comprehensive understanding of the concept and 
the item. Two sense extension models of the shàng in S. Chen (2010) and in Su and Liu 
(1999) were reviewed. The studies needs evidence to support the conceptual and semantic 
analyses. More informative details are also needed about how they approached and processed 
corpus data.  
 
The large amount of literature on English prepositions and conceptual metaphors may lead to 
a bias towards English in analysing Chinese concepts, although genetically Chinese is quite 
far from English. This concern is particularly identified in reviewing Lan (1999, 2002, 2003), 
in which the analysis seems English-oriented. Specific features of the Chinese language and 
conceptual similarities and differences between Chinese and English were not fully 
addressed. In Chinese L2 research, Jin (2011) initiated research on Chinese L2 acquisition of 
spatial metaphors. Her conclusions were that L2 acquisition was affected by the frequencies 
of the target metaphors, L2 proficiency levels, topic familiarity and linguistic similarity 
between L1 and L2. Among these factors, frequency and topic familiarity played the most 
significant role, particularly for lower proficiency learners. Apart from the merits, the 
methodological limitations in her study were also identified. Conceptual metaphors might 
have many different linguistic realisations and therefore it would be very difficult to quantify 
conceptual metaphors. In addition, in corpus-based analysis, the corpus compositionality 
might affect the data and the comparability of corpora should be investigated to ascertain the 
reliability of the research. Y. Zhang‘s (2013) study addressed issues related to English-biased 
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methodology, approaches to data elicitation and syntactic flexibility in her study of the 
shàng/on and lǐ/in used as adpositions. Her research focused on the semantic analysis and L2 
acquisition of physical support and containment relations. Her findings that the role of L1 
interference and L2 exposure support previous research. Her assumption about the role 
frequency might play in L2 acquisition offer useful insights and the insignificant correlation 
between L2 proficiency and L2 acquisition pattern needs further investigation.   
 
Based on the foregoing it was suggested that due to limited research in this field and the 
infancy of Chinese L2  research in the area, research targets should be more focused so that a 
more in-depth analysis can be provided.  In terms of methodology, it was proposed that 
linguistic item frequency is a more tangible and accurate form of empirical evidence than the 
frequency of conceptual metaphors used in the previous research. Furthermore, to address the 
syntactic flexibility variable, one typical lexical category of an item, as a verb or an adjective 
for instance, in a particular structure or construction can be examined. Correspondingly 
construction variability with the target linguistic item can be reduced. Secondly, acquisition 
research is different from conceptual and semantic analysis in that quantitative data is needed 
to provide solid evidence. Instead of relying on researchers‘ judgements alone, employing 
data concerning sense relations elicited from a large sample of participants can reduce inter-
researcher variability. 
 
In order to address the concerns and fill up the research gaps in literature, shàng as a verb is 
chosen as the target word. Shàng has been analysed conceptually and linguistically as an 
adposition. However, the verb shàng (to go up) has not been adequately investigated, and in 
particular, never been systematically studied in L2 acquisition. In order to avoid the 
subjectiveness of imposing the researcher‘s understanding of polysemous senses, shàng 
constructions will be employed as the target test items and language users‘ intuitive 
knowledge and corpora will be used. 
 
The next three chapters, Chapters 4, 5 and 6, will turn to the empirical part of the thesis. Each 
chapter will present the respective research questions, method, results and discussion for the 
three studies reported. Chapter 4 deals with the test item development and the collection of 
Chinese L1 baseline data (Study 1). Chapter 5 presents Chinese L2 data from learners and 
compares L2 data against L1 baseline data (Study 2). Chapter 6 then reports on a semantic 
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analysis carried out to compare how Chinese L1 and L2 participants understand the semantic 
connections among the multiple uses of the target in the test items (Study 3).
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Chapter 4  
Study 1. Perceptions of Shàng Constructions 
by Chinese L1 Users  
 
 
4.1    Overview 
The focus of this thesis is the study of the Chinese L2 acquisition sequence of shàng (to go 
up) constructions and their knowledge of the sense relatedness in the target constructions. 
The hypothesis is that Chinese L1 speakers have stable perceptions concerning the target 
shàng constructions and these intuitive perceptions can therefore provide a benchmark for 
interpreting the Chinese L2 data.  
 
This chapter is the first of the three chapters that outline the relevant method and data 
collection and discuss the findings of the study. The three chapters present the results from 
the three empirical studies undertaken to address the research questions. Chapter 4 focuses 
on elicitation of Chinese L1 data as the baseline data for L2 study in Chapter 5. Chapter 5 
reports and discusses how L1 factors contribute to the L2 acquisition pattern. Chapter 6 
compares how L1 and L2 participants perceive the sense relatedness of the target word 
shàng in the target constructions. The researcher obtained ethical clearance from the 
University of Queensland on 12 April 2012 (Appendix 3). Strict confidentiality of the 
participants‘ information was maintained both during the data collection and afterwards. 
 
This chapter presents the research method used in obtaining data from the Chinese L1 
participants, then reports and discusses the results. The two main steps of data collection are 
addressed. The first step is a production task eliciting data from L1 users and selecting the 
test items. The second step is a series of L1 ranking and rating tasks on different potential 
predictive factors such as the teaching sequence, lexical features and subjective frequency. 
Objective frequency data from L1 corpora is also analysed.  
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Following an overview in Section 4.1, Section 4.2 describes research method and reports 
results of the L1 production task of using shàng as a verb. This section constitutes the basis 
of the whole study by providing the list of the target shàng constructions based on the 
production task. Section 4.3 describes the standard data collection procedures used in the 
ranking and rating tasks of the thesis research. Section 4.4 reports and discusses findings in 
the L1 ranking on the teaching sequence of the target shàng constructions. The ranking task 
produces the second prototypicality pattern, which is compared with the Chinese L1 
production prototypicality pattern obtained in Section 4.2.  
 
Sections 4.5 examines other potential indicators of L2 acquisition such as concreteness, 
imageability and literalness. L1 ratings on these three factors are reported in relation to the 
two patterns obtained in Section 4.2 and Section 4.4. In Section 4.6, frequency analysis 
results for Chinese L1 corpus-based objective frequency data and intuitive judgement-based 
subjective frequency are presented. Section 4.7 will then summarise the chapter with 
preliminary conclusions at this stage of study.  
 
4.2    Production Task by Chinese L1 Speakers 
4.2.1    Introduction 
In this section, the L1 production task is first described and the research design, participants 
and data collection procedures are then presented. This is followed by a report and 
discussion of the results. 
 
It is hypothesised in this thesis that L2 lexical acquisition mirrors L1 production 
prototypicality to some degree. This prototypicality data elicited in a L1 production task 
served as the basis for the research that follows. It is acknowledged that among different 
lexical categories of a given spelling form, the verb form is entitled to have more senses 
than other lexical categories such as the noun form and the adjective form (e.g., Aitchison, 
2001; Fellbaum, 1990). Shàng used as a verb in ―shàng-noun‖ constructions was chosen as 
the target word in the present study. In doing so, two major factors are kept well under 
control: syntactic flexibility and lexical category. Syntactic flexibility (e.g., Kellerman, 
1978) refers to the syntactic fixedness of a lexical item in a given construction, while lexical 
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category (e.g., Altarriba et al., 1999) refers to the word class it belongs to. Once the 
structure of ―shàng (to go up)-noun‖ was determined, what followed was the finalisation of 
the test items through a production task. The prototypicality pattern of ―verb shàng-noun‖ 
constructions elicited from L1 participants provided a list of test items to be used in the 
following L1 and L2 tasks.  
 
4.2.2    Method  
Research design 
The research design was based on the prototype effect on item production order proposed by 
Rosch and her colleagues (Kellerman, 1986; Rosch & Lloyd, 1978; Rosch et al., 1976). It is 
believed that more prototypical members are more readily retrieved, and when subjects are 
asked to list members of a category, they tend to mention the most representative members 
of that category first. Based on the item frequencies produced and other selection criteria, a 
list of test items was obtained for the L1 and L2 tasks. The pattern obtained based on 
production frequency was used as the L1 production prototypicality pattern. 
 
Participants 
Purposive sampling was used to get the balance between participants who were studying 
and those that were working. Ninety-two L1 speakers in Beijing participated in the study. 
The participants‘ demographics are given in Table 4-1. The ages ranged from 21 to 50, with 
the majority having completed a high school education so that their production could most 
closely represent the standard Chinese language in use. About half of them were students 
and the other half were mostly full-time office workers. Self-employed participants were 
categorised into ―other‖ in the table.   
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Table 4-1     
Demographics of Chinese L1 participants in the production task (n = 92) 
 N (Number of participants) Percentage 
Gender   
Male 41 45% 
Female 51 55% 
Age range   
21 to 30 52 57% 
31 to 40 28 30% 
41 to 50 12 13% 
Education   
High school diploma 6 7% 
Undergraduate student 48 52% 
Bachelor‘s Degree 20 22% 
Master‘s Degree 12 13% 
Doctor‘s Degree 6 7% 
Years of English education   
≤ 6 years 0 0 
7 to 8 years 26  28% 
9 to 10 years 53 58% 
≥ 11 years 13 14% 
Occupation   
Full-time students 45 49% 
Full-time office workers 37 40% 
Other 10 11% 
   
Total  92 100% 
   Note. There are slight discrepancies in the total percentage due to rounding error.  
 
Instruments and data collection procedure 
In this task, Chinese L1 participants were gathered in a classroom in groups of no more than 
20 people at a time. The researcher first introduced herself, informed them the purpose of 
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the study and assured them of the confidentiality of all the personal information collected. 
Participant Information Sheets (Appendix 4) were given out so that participants could have 
a clear understanding of the research before they signed the consent form (Appendix 5). 
Then the researcher distributed a worksheet in Chinese (Appendix 6). Both oral and written 
instructions were given asking the participants to write five sentences using shàng as a verb 
that came into their mind first. The whole procedure lasted around fifteen minutes. A small 
gift was given to each of the participants when they completed the task.   
 
4.2.3    Results and discussion 
The selection criteria for test items were decided and listed below, which mainly 
encompassed syntactic flexibility, currency (term used in Read, 2004), semantic 
segmentation and production frequency. 
 The study focused only on the lexico-grammatical construction of ―verb shàng-
noun‖ to control the variables of syntactic flexibility and lexical category in order 
to avoid confusion from the participants in later ranking and rating tasks. Tai 
(1993) proposed that there is a close matchup between syntactical structures and 
semantic meanings in the Chinese language. As such, keeping the syntactical 
structure of the target constructions identical is more likely to produce items with 
semantically related senses of the target shàng.  
 Out-dated expressions were not considered in the study since there were very few 
chances of L2 learners encountering them in the learning process.  
 Considering the verb shàng was the central focus of the study, any highly fossilised 
expressions where shàng was no longer identifiable as a segment of the expressions 
were not taken into account.  
 Both frequency and variety of the test items were considered in selecting the test 
items. Items produced only once were not included since they were very possibly 
influenced by the individual‘s recent experience.  
 
In total 460 sentences were collected, from which 52 constructions featuring shàng used 
after another verb as in ―action verb-resultative (shàng)‖ and 27 constructions containing 
―bǎ - noun-shàng‖ were excluded. As these constructions did not fall strictly into the 
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category of ―verb shàng-noun‖ construction, their presence was considered to be potentially 
misleading to participants in their judgement of the syntactic structure in the subsequent 
tasks. The ―action verb-resultative (shàng)‖ constructions and ―bǎ-structure‖ have been 
subject to other independent studies. The remaining 379 sentences involved the use of shàng 
as a verb and, in most cases, followed by a noun. Very low-frequency outdated expressions, 
e.g., shàng gòng (to offer sacrifice to Buddha or ancestors‖ and shàng xiāng (to burn and 
present incense to Buddha and ancestors) were also excluded since there would be few 
chances of L2 learners encountering them these days. Expressions that have become 
fossilised to the point that the sense of shàng is no longer perceivable to the researcher were 
also excluded from the list. For instance, although shàng dàng (to get tricked) is quite 
frequently used as verbal lexical unit, it is very difficult, if not impossible, to divide and 
explain the part of speech and meaning of each Chinese morpheme. Although folk 
etymology explains that it originated from shàng dàngpù (to go to pawnshop), it is not 
properly documented. All of the 9 cases of shàng dàng were excluded.  
 
The remaining 368 sentences were ranked based on production frequency. Single cases, 
namely those only produced once, were excluded. In the end, based on a total of 324 
constructions, a list of 20 test items was finalised. The researcher put them into minimal 
contexts and translated them into English. Minimal contexts with simple vocabulary were 
provided for each item. Naturally occurring language data from L1 participants were not 
used since the research is a cross-sectional study and it would be too challenging for L2 
participants of lower proficiency levels to translate in the later L2 translation task, which 
would affect their performance on the knowledge of the target items. The use of simple 
contexts would help to ensure that the L2 participants encounter minimal difficulty in 
reading the target items during the test. Minimal contexts were also meant to avoid any 
ambiguity in interpretation, considering some of the test items could be used both literally 
and metaphorically, as in shàng mǎ, which either literally means to get on horseback or 
metaphorically means to start a project. A Chinese colleague was invited to translate the 
sentences from English back to Chinese. Her translations were in complete agreement with 
the researcher‘s original Chinese sentences.  
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Table 4-2     
Frequency of shàng constructions produced by L1 participants (n = 92) 
      Rank 
 
Item (with literal  
meaning of the noun) 
Idiomatic translation 
L1 production 
frequency 
1 Shàng lóu (building) To go upstairs  60 
2 Shàng xué (school) To go to school  43 
3 Shàng wǎng (net) To surf the web/get online 42 
4 
5 
Shàng kè (class) 
Shàng bān (work) 
To start class 
To go to/start to work 
32 
30 
6 Shàng chē (car) To get into a car 26 
7 Shàng cài (dishes) To serve food 20 
8 Shàng chuáng (bed) To get into bed 16 
9 Shàng chǎng (sports field) To get onto the sports field 12 
10 Shàng diànshì (TV) To be on TV 6 
11 Shàng yào (ointment) To apply ointment 5 
12 Shàng chénglǐ (town) To go to town 5 
13 
14 
Shàng jiē (street) 
Shàng gǎng (mound)  
To get onto the street/go out 
To get employed 
4 
4 
15 Shàng tái (stage)  To come into power 4 
16 Shàng huò (goods) To restock goods 4 
17 Shàng niánjì (age) To grow old 4 
18 Shàng shì (market) To come into season/(firms) 
to go public 
3 
19 Shàng mǎ (horse) To get on horseback/start (a 
project) 
2 
20 Shàng guīmó (scale) To increase scale/expand 2 
    
   Total   324 
 
 
The idiomatic translations (see Chapter 6 in the section relating to the back translation of 
test items) and their frequencies are shown in Table 4-2. In the 20 target constructions, the 
sense of shàng ranges from presumably the most concrete and literal to very abstract and 
metaphorical. In shàng lóu (to go upstairs), for instance, shàng is presumably used in its 
most basic, concrete and literal sense as a verb meaning to move physically from a lower 
 70 
 
lever to a higher level and both elements shàng (to go up) and lóu (building) can be used 
independently. In expressions such as shàng kè (to start class), shàng gǎng (to get 
employed) and shàng mǎ (to start a project), shàng is used in its metaphorical and abstract 
sense, meaning to start. These items are relatively fixed constructions where the senses of 
shàng are identifiable.  
 
It needs to be pointed out here that the target shàng constructions are only used in the 
present research as an instrument and example to investigate the acquisition sequence and 
predictive strengths of different factors in Chinese L2 vocabulary acquisition. The test items 
selected are therefore only representative rather than exhaustive possible items on the list of 
shàng constructions. 
 
4.2.4    Section summary 
To sum up, 460 sentences were obtained through a production task using the verb shàng. In 
line with a set of selecting criteria such as syntactic flexibility, currency, semantic 
segmentation, production frequency and variety of uses, the researcher went through the 
sentences produced and finalised a list of 20 test items with ―verb shàng-noun‖. The pattern 
based on production frequency is used as the L1 production prototypicality pattern. This list 
is utilised in the following sections involving L1 speakers and L2 learners‘ ranking and 
ratings of different factors such as L1 teaching sequence, lexical features (i.e., concreteness, 
imageability and literalness) and frequency as well as the L2 learners‘ acquisition sequence 
of the test items.  
 
4.3    The Standard Data Collection Procedure for L1 Ranking and Rating Tasks 
This section describes the standard data collection procedure at this stage of the thesis 
research used in the following ranking and rating tasks of the present chapter. Participant 
Information Sheets (Appendix 4) were given out so that participants could have a clear 
understanding of the research before they signed the consent form (Appendix 5). 
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The researcher met L1 participants in groups of no more than 20 people at a time in a 
classroom. The researcher first of all informed the participants of the purpose of the study 
and assured them that all of their personal information would be kept strictly confidential. 
Then the researcher distributed a worksheet of a relevant task. Five minutes were set aside 
for the participants to read the examples of hóng (red)-expressions (see Figure 4-1 as an 
example of concreteness rating and Appendices 4 to 8). In the example of hóng-expressions, 
two different possible ratings were presented to help the participants understand that their 
judgement was completely individual and there were no right or wrong answers so that 
participants could hopefully accomplish the task free of anxiety. They were encouraged to 
discuss and ask questions to make sure everyone understood how they were expected to 
judge the items. Then the researcher asked them to complete the corresponding tasks based 
on their intuitions about the target shàng constructions in their daily life. The whole 
procedure lasted approximately twenty minutes. When the participants left the classroom, 
each of them received a small gift from the researcher. 
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Dear all, 
I am studying learning and teaching Chinese as a second language. Please look at the 
following examples and make your own judgements. In the following sentences, hóng is 
used in different expressions with different degrees of concreteness. Please judge the 
concreteness of each hóng in the underlined expressions based on your own perceptions, 
in which 0 stands for ―very abstract‖, with the concreteness increasing with the values 1, 
2 and 3, and 4 means ―very concrete‖ and choose the corresponding values from 0-1-2-3-
4. There are no right or wrong answers. One participant might rate the items like this: 
 
Test items 
0
 v
ery
 
ab
stract 
 1
 
2
 
3
 
4
 v
ery
 
co
n
crete 
 
(a) Wǒ  xǐhuān   hóng huā. 
    I    like         hóng  flower 
   ‗I like red flowers.‘ 
0 1 2 3 4 
(b) Tā  xiànzài  shì       hóng  rén. 
    he    now      COP.  hóng person 
   ‗He is very popular these days.‘ 
0 1 2 3 4 
                 
                                                        
 
…
 
 
  
 
Another participant might rate the items like this:                          
 
Test items 
0
 v
ery
 
ab
stract 
 1
 
2
 
3
 
4
 v
ery
 
co
n
crete 
 
a. Wǒ  xǐhuān   hóng huā. 
    I    like         hóng  flower 
   ‗I like red flowers.‘ 
0 1 2 3 4 
b. Tā  xiànzài  shì       hóng  rén. 
    he    now      COP.  hóng person 
   ‗He is very popular these days.‘ 
0 1 2 3 4 
           
                                                          
 
…
 
 
                                          
                                                         Figure 4-1 An example of Chinese L1 ratings on concreteness of hóng (red)-expressions 
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4.4    Teaching Sequence Ranked by Chinese L1 Speakers  
4.4.1    Introduction 
In this section, the L1 ranking on teaching sequence is first described. The method section 
then describes in detail the research design, participants‘ demographics, the survey 
instrument and the data collection procedures. Results are then presented and discussed 
before the section is summed up.  
 
The task of asking L1 speakers to judge in what sequence they would teach the target items in 
L2 is a way to tap their underlying intuitions about prototypicality. The logic is in the same 
vein as Kellerman‘s studies (1977, 1978, 1979b) (see R. Ellis, 1994) that highlight the 
activation of language users‘ intuition of translatability/transferability, which was taken as the 
prototypicality pattern in Kellerman (1986). Like translatability, L1 judgement on teaching 
sequence may also indicate L2 learning difficulty of the test constructions. It is noteworthy 
that there may be other alternative approaches to prototypicality besides 
translatability/transferability in Kellerman‘s studies and the judgement of L2 teaching 
sequence in the present study. The major difference between this approach and the production 
approach to the prototypicality pattern addressed in Section 4.2 lay in their 
straightforwardness. The L1 production task relied solely on participants‘ contributions while 
the researcher remained completely uninvolved. It was therefore a comparatively more 
objective and straightforward measure of L1 speakers‘ intuitions (Uyeda & Mandler, 1980). 
By contrast, in L1 ranking of the teaching sequence, the target constructions were provided to 
the participants so that the task was more indirect and probably involved comparatively less 
cognitive efforts. The two patterns were then compared and both of them were compared 
with other sets of L1 and L2 data.  
 
The two research questions that this section intends to answer are: 
(1) How do L1 participants judge the L2 teaching sequence of the shàng constructions 
obtained in Section 4.3? 
(2) To what extent does the L1 teaching sequence pattern approximate the L1 production 
pattern? 
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Based on Prototype Theory, a significant correlation was expected between the L1 production 
pattern and teaching sequence pattern. 
 
4.4.2    Method 
Research design 
In order to answer Question (1), a group of L1 participants were instructed to rank the items 
based on their intuition of what order they would hypothetically teach these items to L2 
learners if they were teachers of Chinese as a second language. The researcher used the 
concept of teaching sequence as the indicator for prototypicality so that the participants could 
have a relatively clear idea of how they were supposed to evaluate test items. Minimal 
contexts with simple vocabulary were provided for each item. The contexts were to help 
avoid any ambiguity in interpretation, considering some of the test items could be used both 
literally and metaphorically, such as the example of shàng mǎ described in 4.2.3. Keeping 
them as simple as possible helps to ensure that the L2 participants encounter minimal 
difficulty in reading the target items during the test.  
 
In order to answer Question (2), a correlation analysis was conducted. It was expected that 
the items L1 participants retrieved first in the L1 production task, namely those with high 
production frequencies, would be considered to be taught first in the L1 teaching sequence 
task. Accordingly, a high correlation was predicted between the L1 production prototypicality 
pattern and the teaching sequence prototypicality pattern.  
 
Participants 
Purposive snowballing sampling was used to recruit Chinese L2 learners of relatively higher 
proficiency level. Participants were encouraged to introduce other qualified individuals to 
participate in the tasks (see Section 5.3.3 for details). Ninety-five participants in Beijing took 
part in the survey. None of them participated in the previous production task. Most of the 
participants were under 50 in age and had completed a high school education. The large 
majority of them were university students and office workers. The participants‘ demographics 
are presented in Table 4-3.  
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Table 4-3     
Demographics of L1 participants in the teaching sequence ranking task (n = 95) 
 N (Number of 
participants) 
Percentage 
Gender   
Male 35 37% 
Female 60 63% 
Age range   
21 to 30 47 49% 
31 to 40 36 38% 
41 to 50 9 9% 
51 to 60 0 0 
≥ 61 3 3% 
Education   
High school diploma 12 13% 
Undergraduate student 44 46% 
Bachelor‘s Degree 22 23% 
Master‘s Degree 11 12% 
Doctor‘s Degree  6 6% 
Years of English education   
≤ 6 years 9 9% 
7 to 8 years 37 39% 
9 to 10 years 43 45% 
≥ 11 years 6 6% 
Occupation   
Full-time students 41 43% 
Full-time office workers 39 41% 
Other 15 16% 
   
Total  95 100% 
Note. There are slight discrepancies in the total percentage due to rounding error.  
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Instrument and data collection procedure 
The data collection instrument is presented in Appendix 7. The 95 participants were asked to 
rank the teaching sequence of the test items. They were instructed to decide freely the number 
of items they chose to rank under one group and the number of groups they chose to have. 
The collection procedure followed the standard procedure as detailed in Section 4.3.  
 
4.4.3    Results and discussion 
Sorting out data 
Since all the participants were instructed that they could freely choose the number of groups 
and the number of items in each group, there were marked variations among participants in 
the number of ranking groups. The number of ranking groups ranged from 4 to 20, while the 
number of items in each group varied from 1 to 12 items. For instance, one participant 
(hereafter Participant A) ranked the items as follows: 
Group 1         (c);                                 
Group 2         (d);           
Group 3         (f);          
Group 4      (g);       
Group 5         (m);        
Group 6         (o);       
Group 7         (s);      
Group 8         (n);           
Group 9         (q);          
Group 10        (r);  
Group 11        (l);        
Group 12        (i);  
Group 13        (j);        
Group 14        (e);      
Group 15        (a);       
Group 16        (b);  
Group 17        (h);   
Group 18        (k);      
Group 19        (p);        
Group 20         (t).       
 
In sorting out Participant A‘s data, values from 1 to 20 were given to each item in the 
ranking, with―1‖ meaning they would teach it first and ―20‖ meaning they would teach it last. 
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Most participants, however, ranked several items in one group with the same value. For 
instance, another participant (hereafter Participant B) ranked the items as follows: 
 
Group 1  (c), (g), (t)       ; 
Group 2  (l), (m), (n)      ; 
Group 3  (a), (i), (k), (o); 
Group 4  (d), (e), (f)___; 
Group 5  (b), (h), (j)       ; 
Group 6  (q), (r)             ; 
Group 7     (p)             ; 
Group 8     (s)              . 
 
The items in each group, i.e., (c), (g) and (t) in Group 1, should have the same value. The 
values allocated to each group by Participant B also need to be comparable to those ranked by 
Participant A. The researcher referred to how Rosch (1975) ranked the well-known cognitive 
data, i.e., the ratings on Goodness-of-Example of nine semantic categories. Rosch‘s 
participants were instructed to rate how good different items were as examples of furniture. 
As demonstrated in Figure 4-2, chair and sofa received the smallest identical score of ―1.04‖ 
and should occupy the first two places; however, instead of occupying places 1 and 2, the 
researcher gave them the same average rank value ―1.5‖. The same practice was followed all 
through the list, covering couch and table, dresser and rocking chair, davenport and end 
table, etc.  
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4-2   An example of the ranking on Goodness-of-Example of furniture in Rosch (1975) 
 
 78 
 
In accordance with the approach in Rosch (1975), the items ranked in the same group in the 
present research were also allocated the same value, which was the average value of their 
rankings. Taking again Participant B‘s ranking data as an example, items in Group 1, (c), (g) 
and (t), shared an average ranking of 1, 2 and 3. The three items were allocated an average 
value of ―2‖. Items in Group 2, (l), (m) and (n), shared the average ranking of 4, 5 and 6, 
which were rounded to an average value of ―5‖. Items (a), (i), (k) and (o) all had an average 
value of ―8.5‖. All the participants‘ ranking data was entered into a spreadsheet, as shown in 
Table 4-4. 
 
Table 4-4     
An example of entering ranking values in L1 ranking on teaching sequence  
Sentence number Ranking value of Participant A Ranking value of Participant B 
(a) 15 8.5 
(b) 16 15 
(c) 1 2 
(d) 2 12 
(e) 14 12 
(f) 3 12 
(g) 4 2 
(h) 17 15 
(i) 12 8.5 
(j) 13 15 
(k) 18 8.5 
(l) 11 5 
(m) 5 5 
(n) 8 5 
(o) 6 8.5 
(p) 19 19 
(q) 9 17.5 
(r) 10 17.5 
(s) 7 20 
(t) 20 2 
Note. In the L1 ranking task on teaching sequence, ―1‖ means the first to teach, while ―20‖ is the last to teach. 
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Reliability analysis  
Firstly, the ratings on teaching sequence by L1 participants were examined for internal 
consistency. The 95 participants‘ data was found highly consistent and reliable: Cronbach's α 
= .97. This indicates that the instructions were well received by all the participants without 
any misunderstanding and that moreover, L1 participants demonstrated a high level of accord 
in their perception of the L2 teaching sequence of the target items. 
  
Comparing two prototypicality patterns: L1 teaching sequence pattern vs. production 
pattern 
The L1 teaching sequence ranking pattern and the L1 production pattern were assumed to 
represent two prototypicality patterns. The assumption was that the two patterns would have a 
close relationship. Spearman‘s correlation coefficients were reported since both interval and 
ordinal data were used. In order to avoid the potential confusion from using negative 
correlations, both sets of data were turned into z-scores and the values of the L1 teaching 
sequence were multiplied by -1. There was a strong correlation between L1 production 
prototypicality and teaching sequence ranking, rs = .85, p = 0.01. This correlation suggests 
that the earlier an item was judged to be taught by L1 participants, the greater likelihood of its 
retrieval and production by L1 speakers. This result provides more evidence for the 
psychological reality of prototypicality. This finding is in line with Kellerman‘s (1979b) 
prediction that the less prototypical an item is, the more efforts it requires for L2 acquisition. 
This prediction will be tested by comparing L1 prototypicality patterns with L2 acquisition 
data in Chapter 5.  
 
In addition to the very strong correlation coefficient, a more detailed picture is presented in 
Table 4-5 of how the rankings of the test items in the two prototypicality patterns compare. 
The 20 test items are divided into three groups for the sake of observation, with each group 
including 7, 7 and 6 items respectively. In L1 teaching sequence ranking, ―1‖ means the item 
received the lowest score and therefore is the first to teach, while ―20‖ means the item 
received the highest score and therefore is the last to teach. The L1 production ranking is 
numbered in line with the production frequencies, i.e., ―1‖ means the item is the largest in 
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production frequency and the first to be retrieved while ―19.5‖ means the item is the lowest in 
production number and the very last to be retrieved.   
 
Table 4-5     
Rankings of shàng constructions in the teaching sequence task and the production frequency 
by L1 speakers 
 
Item Idiomatic translation 
L1 teaching 
sequence 
L1 
production 
 Shàng chē (car) To get into a car 1 6 
 Shàng bān (work) To go to/start to work 2 5 
 Shàng xué (school) To go to school 3 2 
 Shàng kè (class) To start class 4 3.5 
 Shàng lóu (building)  To go upstairs 5 1 
Shàng chuáng (bed) To go to bed 6 8 
Shàng chǎng (sports field) To get onto the sports field 7 9 
 Shàng jiē (street) To get onto the street/go out 8 15.5 
 Shàng wǎng (net) 
Shàng cài (dishes) 
To surf the web/get online 
To serve food 
9 
10 
3.5 
7 
 Shàng chénglǐ (town) To go to town 11 11.5 
 Shàng diànshì (TV) 
Shàng gǎng (mound) 
Shàng tái (stage)  
To be on TV 
To get employed 
To come into power 
12 
13 
14 
10 
15.5 
15.5 
 Shàng yào (ointment) To apply ointment 15 11.5 
 Shàng huò (goods) To restock goods 16 15.5 
 
Shàng shì (market) To come into season/ 
(firms) to go public 17 18 
 
Shàng mǎ (horse) To get on horseback/start (a 
project) 
18 19.5 
 Shàng niánjì (age) To grow old 19 13 
 Shàng guīmó (scale) To increase scale/expand 20 19.5 
Note. In the L1 ranking task on teaching sequence, ―1‖ stands for the first to teach, while ―20‖ is the last to teach; 
In the L1 production task, ―1‖ stands for, among the produced items, the item is the largest in number while 
―19.5‖ stands for the item is the lowest in number.  
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Table 4-5 shows the overall similarity of two patterns although variations are also evident. To 
go upstairs had the highest frequency in L1 production and presumably this sense of to move 
physically from a lower level to a higher level is the prototypical sense. This is in agreement 
with Shirai (1990) that the prototypical sense of a polysemous item is the physical sense. 
  
In Group I, to get into a car was considered the easiest to learn and a few other concrete 
constructions such as to go upstairs, to get into bed, to get onto the sports field in Group I and 
to get onto the street in Group II were also ranked as fairly easy. Although some frequent 
items in people‘s daily life such as to go to/start to work, to go to school and to start class 
were high in the teaching sequence, to surf the web/get online was only in the 9
th
 place, which 
may form a contrast with the same item in the 3
rd
 place in the L1 production pattern. This 
indicates that there are other factors shaping the L1 teaching sequence pattern. This 
hypothesis is also to be tested in later sections. In Group II, there were items with concrete as 
well as abstract senses of shàng. As a contrast, a large majority of items in Group III were 
abstract, except for to apply ointment. How factors like concreteness accounts for the 
prototypicality patterns will be investigated in later sections of the present chapter.  
 
4.4.4    Section summary 
To sum up, this section tested the assumption that L1 speakers have good intuitions of the 
teaching sequence of constructions in Chinese L2. It intended to find out how L1 participants 
predict the teaching sequence of the target shàng constructions and how the pattern 
approximates the L1 production prototypicality pattern obtained in Section 4.2. L1 rankings 
were found t be reliable and consistent and the ranking pattern was highly correlated with L1 
production pattern. Considering the two patterns were elicited from independent groups of 
participants with different approaches, the results indicated that the L1 speakers‘ intuitions as 
well as prototypicality patterns were stable and reliable.  
 
In addition to prototypicality patterns, there were a few other potential lexical features that 
account for L2 acquisition, such as concreteness, imageability and literalness. Furthermore, 
prototypicality patterns, as discussed in Chapter 2, may also involve such factors. Therefore, 
L1 rating data on these lexical features will be examined in the following section.  
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4.5    Rating Tasks by Chinese L1 Users on Lexical Features 
4.5.1    Introduction 
This section describes the L1 rating tasks involving three lexical features of the target shàng 
constructions and then presents the research questions. Following that, the method section 
presents detailed participants‘ information, employed instruments and data collection 
procedures. Results of correlation analysis and comparison of the L1 rating patterns with the 
L1 patterns obtained in Section 4.2 and Section 4.4 are reported. 
 
It is hypothesised that L2 acquisition and L1 prototypicality patterns may be affected by 
imageability, concreteness and literalness. This section of the present research investigates 
the relationships across the three lexical features and how they account for L2 acquisition of 
the target constructions. Accordingly, the section addresses the following research questions: 
 
(1)  How do L1 speakers perceive the following lexical features of the target shàng 
constructions:  
(a) concreteness; 
(b) imageability; and  
(c) literalness? 
(2)  How are L1 ratings on concreteness, imageability and literalness of the shàng 
constructions correlated with one another? 
(3)  How are L1 speakers‘ perceptions of the lexical features identified in (1) correlated 
with L1 prototypicality patterns obtained earlier? 
 
4.5.2    Method 
Research design 
In order to answer Question (1), three independent groups of L1 were asked to rate the three 
elements based on their intuitions: concreteness, imageability and literalness. A 5-point 
Likert scale was used. The three sets of responses were first checked for internal consistency. 
Then, a correlation analysis was conducted across the three rating patterns to see whether it 
was rightly justified to use them interchangeably in previous literature. These ratings were 
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also compared with the L1 production prototypicality and teaching sequence patterns 
reported in Sections 4.3 and 4.4 respectively.   
 
Participants 
All the participants were from Beijing. Each participant completed one of the three rating 
tasks: concreteness (n = 52), imageability (n = 68) and literalness (n = 56). None of the 
participants took part in the previous data collection tasks. The participants‘ demographics 
and their background information are presented in Table 4-6. The majority of the participants 
were undergraduate students, ages mostly ranging from 21 to 50.  
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Table 4-6     
Demographics of L1 participants in the rating tasks on concreteness (n = 52), imageability (n 
= 68) and literalness (n = 56) of shàng 
 Concreteness Imageability Literalness 
 Number (%) Number (%) Number (%) 
Gender    
Male 33 (63%) 30 (44%) 31 (55%) 
Female 19 (37%) 38 (56%) 25 (45%) 
Age range    
21 to 30 45 (87%) 33 (49%) 31 (55%) 
31 to 40 7 (13%) 32 (47%) 20 (36%) 
41 to 50 0 3 (4%) 5 (9%) 
Education    
High school diploma 0 1 (1%) 1 (2%) 
Undergraduate student 38 (73%) 40 (59%) 30 (54%) 
Bachelor‘s Degree 10 (19%) 20 (29%) 16 (29%) 
Master‘s Degree 2 (4%) 7 (10%) 5 (9%) 
Doctor‘s Degree 2 (4%) 0 4 (7%) 
Years of English education     
≤ 6 years 0 1 (1%) 1 (2%) 
7 to 8 years 3 (6%) 15 (22%) 5 (9%) 
9 to 10 years 29 (56%) 31 (46%) 35 (63%) 
≥ 11 years 20 (38%) 21 (31%) 15 (27%) 
Full-time students 48 (92%) 34 (50%) 30 (54%) 
Full-time office workers 4 (8%) 30 (44%) 22 (39%) 
Other 0 4 (6%) 4 (7%) 
    
Total  52 (100%) 68 (100%) 56 (100%) 
Note. There are slight discrepancies in the total percentage due to rounding error.  
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Test instruments and data collection procedures 
The three test instruments in this section were based on L1 participants‘ perceptions on the 
concreteness, imageability and literalness of shàng in each test item. The test instruments for 
L1 ratings on concreteness, imageability and concreteness were three 5-point Likert scales in 
Chinese from 0 to 4. In the concreteness rating task, 0 stands for very abstract, with the 
concreteness increasing along with the values of 1, 2 and 3, with 4 meaning very concrete 
(see Figure 4-3 and Appendix 8). In the imageability rating task, 0 means that no clear image 
can be incurred, with the imageability increasing in accordance with the values of 1, 2 and 3, 
with 4 meaning that a clear image can be incurred (see Figure 4-4 and Appendix 9). In the 
literal rating task, 0 stands for very figurative, with the figurativeness increasing along with 
the values of 1, 2 and 3, with 4 meaning very literal (see Figure 4-5 and Appendix 10). 
 
The data collection in the procedure followed the standard procedure detailed in Section 4.3. 
In the rating task on concreteness, the researcher explained that concreteness meant to what 
extent participants might see, hear, smell, taste or feel (hóng, the colour of red, as the 
example given) upon reading the item. In the rating task on literalness, the researcher 
explained the meaning of literalness as to what extent an item, hóng, the colour of red, for 
instance, is used in the literal sense as “the red colour”. It was relatively easy for 
participants to understand concreteness and literalness but more difficult to put imageability 
into Chinese. After a few trials and errors and discussions with some L1 speakers and 
colleagues, it was decided to use shìjué gǎnzhī dù 视觉感知度, which literally translates as 
visual perceptibility, to ensure that all participants would understand that they were supposed 
to judge the visual aspect of the test items. 
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Figure 4-4    Worksheet for L1 rating on imageability of the shàng constructions 
 
 
Figure 4-3    Worksheet for L1 rating on concreteness of the shàng constructions 
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4.5.3    Results and discussion 
Reliability 
L1 rating data on concreteness, imageability and literalness were first of all examined for 
internal consistency. All of the three groups of data were highly consistent and reliable. The 
52 participants‘ agreed highly on their ratings on concreteness, showing Cronbach‘s α = .94. 
High consistency was also found among the 68 participants‘ ratings on imageability, with 
Cronbach‘s α = .96. For the 56 participants‘ ratings on literalness, the consistency was also 
high, Cronbach‘s α = .97. These high consistency values demonstrate that the instructions 
were clearly conveyed to all of the participants and that the participants agreed on their 
perceptions of concreteness, imageability and literalness.  
 
 
Figure 4-5    Worksheet for L1 participants‘ rating on literalness of the shàng constructions 
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Means and correlations of the L1 rating data  
 
Table 4-7     
Means of L1 ratings on concreteness, imageability and literalness 
Item Idiomatic translation 
Concreteness  
(n = 52) 
Imageability  
(n = 68) 
Literalness  
(n = 56) 
Shàng chē (car) To get into a car 3.64 3.06 3.00 
Shàng bān (work) To go to/start to work 1.69 2.28 2.38 
Shàng xué (school) To go to school 1.95 2.10 2.00 
Shàng kè (class) To start class 1.89 1.98 2.47 
Shàng lóu (building) To go upstairs 3.90 3.17 3.55 
Shàng chuáng (bed) To go to bed 3.64 3.75 3.87 
Shàng chǎng (sports field) To get onto the sports field 2.80 3.00 3.48 
Shàng jiē (street) To get onto the street/go out 1.95 2.38 2.61 
Shàng wǎng (net) To surf the web/get online 1.30 1.78 1.79 
Shàng cài (dishes) To serve food 3.25 2.95 2.90 
Shàng chénglǐ (town) To go to town 1.82 1.87 2.47 
Shàng diànshì (TV) To be on TV 1.56 2.22 2.18 
Shàng gǎng (mound) To get employed 1.43 1.88 2.03 
Shàng tái (stage)  To come into power 0.39 1.94 1.35 
Shàng yào (ointment) To apply ointment 2.99 2.61 2.90 
Shàng huò (goods) To restock goods 2.86 2.53 2.70 
Shàng shì (market) 
To come into season/ 
(firms) to go public 
1.43 2.00 1.45 
Shàng mǎ (horse) 
To get on horseback/start (a 
project) 
0.78 1.20 0.58 
Shàng niánjì (age) To grow old 0.52 1.64 1.84 
Shàng guīmó (scale) To increase scale/expand 0.13 1.17 1.45 
Note. In the concreteness rating task, the value ―0‖ stands for ―very abstract‖ and ―4‖ stands for ―very concrete‖; 
In the imageability rating task, the value ―0‖ stands for ―no image can be incurred‖ and ―4‖ stands for ―a clear 
image can be incurred‖; 
In the literalness rating task, the value ―0‖ stands for ―highly figurative‖ and ―4‖ stands for ―most literal‖. 
 
Evidence suggests that literalness is closely related to imageability (see Chapter 2). 
Concreteness and imageability have also been used interchangeably, although imageability 
mainly involves the sense of sight while concreteness may involve all possible perceptual 
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senses of human beings. Comparing concreteness and imageability may give an idea as to 
whether or not it is justified to use them interchangeably. The means for L1 ratings on 
concreteness, imageability and literalness for all target items are presented in Table 4-7.  
 
The descriptive statistics for each lexical feature are presented in Table 4-8. Spearman‘s rho 
is reported here as the rating task data was ordinal. As shown in Table 4-9, all three factors 
are very strongly correlated. The particularly strong correlation between imageability and 
concreteness indicates the more imageable a shàng construction is, the more concrete it tends 
to be. This result justifies the common practice that concreteness is usually used 
interchangeably with imageability.  
 
 
Table 4-8     
Descriptive statistics for L1 ratings on concreteness, imageability and literalness: Means and 
Standard deviations  
 Minimum Maximum Mean SD 
Concreteness (n = 52) .13 3.90 2.00 1.13 
Imageability (n = 68) 1.17 3.75 2.28 .67 
Literalness (n = 56) .58 3.87 2.35 .82 
 
 
Table 4-9     
Correlation (rs) across L1 ratings on concreteness, imageability and literalness 
 
Concreteness  Imageability  Literalness  
Concreteness (n = 52) - .92
**
 .93
**
 
Imageability (n = 68) - - .89
**
 
Literalness (n = 56) - - - 
Note.
 **
 Correlation is significant at the 0.01 level (2-tailed). 
rs = Spearman‘s rho. 
 
 
Literalness also has a very strong correlation with both concreteness and imageability. This 
indicates that the L1 participants may have difficulty in differentiating the three concepts 
even though they are defined differently. Therefore it is proposed here to collapse literalness, 
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concreteness and imageability into the term of concreteness, using the averages of the three 
groups of rating data. However, it needs to be noted that shàng is a relational verb itself, this 
nature may make it more difficult to decide on literalness than in the case of previously 
investigated nouns such as church (Foraker & Murphy, 2012), and other verbs such as break 
(Kellerman, 1978), stand (Harrington, 1992) and keep and hold (Csabi, 2004).  
 
Correlating L1 prototypicality patterns and rating patterns 
Based on the literature discussed in Section 2.4.1 and 2.4.2, it is hypothesised that 
concreteness and literalness may account for the L1 production prototypicality pattern and the 
L1 prototypicality pattern on teaching sequence. This section presents the Spearman‘s 
correlation coefficients across the L1 production prototypicality pattern, the L1 
prototypicality pattern on teaching sequence, and the L1 rating pattern on concreteness.  
 
Table 4-10     
Correlations (rs) across the L1 prototypicality patterns and the concreteness pattern 
 L1 
production  
L1 teaching 
sequence 
L1  
concreteness 
L1 production  (n = 92) - .85
**
 .47
*
 
L1 teaching sequence (n = 95) - - .54
*
 
L1 concreteness (n = 176) - - - 
Note.
 **
 Correlation is significant at the 0.01 level (2-tailed). 
*
 Correlation is significant at the 0.05 level (2-tailed). 
rs = Spearman‘s rho. 
 
 
All sets of data were turned into z-scores and a correlation analysis was conducted. As 
demonstrated in Table 4-10, concreteness is significantly related with both the L1 production 
and L1 teaching sequence. This confirms that concreteness and literalness contribute to 
prototypicality patterns. The L1 rating on concreteness moderately correlates with L1 
production. This indicates that the more concrete and literal an item is, the less prototypical it 
tends to be. This moderate correlation also suggests that there are other factors at work in 
shaping the L1 production pattern. This result supports previous literature arguing that 
concreteness constitutes an important part of prototypicality (Kellerman, 1979b). Similarly, 
the concreteness rated by L1 participants significantly correlates with the teaching sequence 
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ranked by L1 participants. Concrete and literal expressions may be considered to be easier to 
learn and should be taught before abstract and metaphorical ones in teaching. This result 
supports the finding in N. C. Ellis and Beaton (1993a) that imageability is one critical factor 
that determines a word‘s teaching sequence.  
 
4.5.4    Section summary 
In this section, L1 perceptions on concreteness, imageability and literalness were elicited 
from L1 participants. The three sets of data were found to be highly reliable, showing a close 
correlation across the three factors. It is strongly justified in previous literature to use them 
interchangeably. In the current research, the three factors were collapsed into the general 
term, concreteness. A correlation analysis also showed that L1 ratings on concreteness of the 
shàng constructions moderately contributed to L1 production pattern and L1 teaching 
sequence pattern. How L1 speakers‘ intuitions on concreteness correlate with L2 acquisition 
pattern will be investigated in Chapter 5 comparing L2 data against the L1 data.  
The last investigated factor in this chapter is L1 frequency. Frequency is a pivotal element in 
L2 acquisition research. L1 intuitive judgement and corpus-based frequency data were 
obtained respectively.  
 
4.6    Objective Frequency and Subjective Frequency by Chinese L1 Speakers  
4.6.1    Introduction 
As discussed in Chapter 2, frequency is one important variable in L2 acquisition studies. 
Frequency knowledge constitutes an important part of lexical knowledge and patterns of 
prototypicality. This section compares L1 frequency data with L1 prototypicality patterns and 
rating data obtained previously.  
 
Two types of frequency data are collected and analysed: L1 objective and subjective 
frequency data. Objective frequency refers to the frequency data in language corpora and 
subjective frequency refers to people‘s estimated frequency in their daily language use. 
Besides preparing frequency patterns for Chapter 5, this section also intends to find out how 
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L1 objective frequency and L1 subjective frequency were correlated within themselves. In 
this section, the frequency data was also compared with the L1 production prototypicality 
pattern obtained in Section 4.2, the teaching sequence prototypicality pattern in Section 4.4 
and ratings on concreteness in Section 4.5. Hence the research questions that this section 
intends to answer are: 
 
(1) What are the L1 objective and subjective frequency patterns for the shàng constructions 
and how do they compare? 
(2) How do L1 objective subjective frequency patterns for the shàng constructions mirror the 
L1 production prototypicality pattern, teaching sequence pattern and concreteness 
pattern? 
 
Based on the previous literature, high correlations were expected across the L1 frequency 
patterns and the L1 prototypicality and concreteness patterns.  
 
4.6.2    Method 
Research design 
Both L1 objective and subjective frequencies were obtained. L1 objective frequency data was 
based on L1 corpora. L1 subjective frequency data was obtained by eliciting L1 participants‘ 
ratings on the frequencies of the shàng constructions they use in their daily life. The 
frequency patterns were also compared with the L1 production prototypicality pattern, 
teaching sequence prototypicality pattern and concreteness rating pattern.  
 
Objective frequency for the shàng constructions in Chinese corpora 
In order to acquire authentic objective frequency data, corpora of considerable sizes are 
necessary (Burgess & Livesay, 1998). Two corpora were used to obtain the frequency data 
for the target shàng constructions. 
 
Frequency data from a current Chinese spoken language corpus would represent the ideal 
resource seeing that the present study makes use of people‘s intuitive knowledge about their 
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L1. However, due to the unavailability of such a Chinese spoken language corpus, five 
different Chinese corpora were consulted as possible sources of frequency counts: Academia 
Sinica Balanced Corpus of Modern Chinese (Sinica), the UCLA Written Chinese Corpus 
(UCLA), the Corpus of Chinese Language (CCL), the Chinese Corpus (CN), and the National 
Broadcast Media Language Resources Online (NBM). Their sizes, types and publisher 
information are demonstrated in Table 4-11. 
 
 
Table 4-11     
Sizes, types and publishers of Chinese language corpora for objective frequency 
 
Size (number 
of characters) 
Type Publisher 
Sinica
1
 7,892,700 Balanced (?-1997) Taiwan Academia Sinica 
UCLA
2
 1,119,930 Written (?-2012) Lancaster University 
CN 
3
 70,000,000 Balanced (1919-2002) China Ministry of Education 
CCL
4
 581,794,456 Mainly written (1994-2009) Peking University 
NBM
5
 176,028,435 Broadcast media (2008-2012) 
Communication University of 
China 
Note. 
1 
Academia Sinica Balanced Corpus of Modern Chinese; 
2 
the UCLA Written Chinese Corpus; 
3 
the Chinese Corpus; 
4 
the Corpus of Chinese Language;  
5 
The
 
National Broadcast Media Language Resources Online. 
 
Of the five corpora, three were deemed inappropriate for the purposes of the study after 
preliminary investigation. Sinica was excluded for being unable to control geographical 
variables, since it is a Taiwan-based corpus and all L1 participants of the present study were 
recruited from Beijing. Moreover, Sinica is a relatively small corpus and has not been 
updated for 17 years. Although the resources of UCLA are more up-to-date, covering 
material from China up to 2010, it was excluded due to its small size. The CN Corpus was 
not considered because that it is fairly dated. The construction shàng wǎng (to surf the 
web/get online), for instance, was not in the corpus.  
 
The remaining two corpora were the CCL and NBM, both of a relatively large size and 
moderate currency. The CCL Corpus incorporates a range of different genres and the 
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materials are dominantly text-based. The NBM Corpus is based on transcribed spoken 
materials from radio and TV programs. The detailed frequency information of the two 
corpora and how they compare are presented in the following subsections. The data from the 
two corpora is based on frequencies of the target shàng constructions, not sense frequency 
(see Krovetz, 1991; Magnini & Strapparava, 2000). For instance, when the frequency of to go 
upstairs was counted, constructions like to climb the tree, where shàng was considered to 
have the same sense, were not included.  
 
The CCL Corpus (for modern Chinese), published by the Centre for Chinese Linguistics of 
Peking University, was last updated in 2009, and represents the largest Chinese corpus of 
currency (term used in Hinkel, 2011). The CCL Corpus has its advantages and disadvantages 
in language research; its considerable size and currency are the major advantages.  
The challenging part for its use in research is sorting out all possible forms the target 
constructions may take. Taking into account the large size of the CCL Corpus, it is of vital 
importance to cleanse data properly. Also, there are no space delimitations between Chinese 
lexical units and the target constructions may take on different forms for grammatical 
purposes. The relevant constructions must therefore be carefully separated from the irrelevant 
constructions containing shàng. For instance, the test item shàng niánjì (to grow old) may 
take on the form shàng le niánjì, where le is an aspect marker for completion, and the 
frequency analysis shows that shàng le niánjì is almost five times more frequent than shàng 
niánjì. Segments of other lexical units like yǐshàng niánjì (above the age of …) and jiāshàng 
niánjì (besides this, the age…) that happen to share the same lexical form must be cleansed. 
Of the twenty items, shàng xué seems to be the most complex one in terms of data cleansing. 
Different lexical units may be ended with shàng as a postposition like lìshǐ shàng (in history) 
and huì shàng (on the meeting), and other structures may start with xué such as xué xí (to 
learn) or xué qī (term). Of 6987 raw cases of shàng xué detected, with different sets of 
searching criteria, 4998 cases were considered good data. The same procedure was repeated 
for all the test items.  
 
The National Broadcast Media Language Resources Online (NBM) is published by 
Communication University of China and privileged with currency of data. The texts are 
transcribed from 34 different radio and TV programs based respectively in Beijing, Tianjin, 
Shanghai, Shenzhen and Hong Kong covering the year 2008 to the year 2012. All of the texts 
are based on spoken data and therefore expected to be closer to people‘s daily language than 
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written data. Data in this corpus was expected to be different from the language people use in 
their daily life. People are usually tense in front of cameras and recorders and their use of 
language is affected by the topics prescribed by directors. Data cleansing procedures were 
carried out in the same way as with the CCL Corpus to ensure the same criteria were applied. 
The frequencies of the target shàng constructions are presented in Table 4-12. 
 
Table 4-12    
Comparing frequencies of the test items in two Chinese corpora 
Item Idiomatic translation 
CCL 
frequency
1
 
NBM 
frequency
2
 
Shàng shì (market) 
To come into season/(firms) 
to go public 
9491 10159 
Shàng xué (school) 
Shàng bān (work) 
 
To go to school 
To go to/start to work 
4898 
4795 
4233 
5726 
Shàng tái (stage)  To come into power 2780 3316 
Shàng chē (car) To get into a car 2482 2457 
Shàng mǎ (horse) To get on horseback/start (a 
project) 
2468 517 
Shàng kè (class) To start class 2280 2303 
Shàng gǎng (mound) To get employed 1896 1406 
Shàng chǎng (sports 
field) 
To get onto the sports field 1714 1062 
Shàng jiē (street) 
 
To get onto the street/go out 1591 828 
Shàng lóu (building) To go upstairs 1363 262 
Shàng chuáng (bed) To go to bed 1256 139 
Shàng wǎng (net) To surf the web/get online 941 4373 
Shàng guīmó (scale) To increase scale 919 49 
Shàng niánjì (age) To grow old 670 144 
Shàng cài (dishes) To serve food 199 94 
Shàng diànshì (TV) 
 
To be on TV 178 211 
Shàng yào (ointment) To apply ointment 44 17 
Shàng huò (goods) To restock goods 30 32 
Shàng chénglǐ (town) To go to town 26 4 
Note.
 1 
Objective frequency in the Corpus of Chinese Language (581,794,456 characters); 
2 
Objective frequency in the National Broadcast Media Language Resources Online (176,028,435 characters). 
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Ratings on subjective frequency of the shàng constructions by L1 participants 
 
This section investigated subjective frequencies of the test items based on L1 participants‘ 
ratings. Subjective frequency refers to peoples‘ estimates of frequency in their daily language 
use (Balota et al., 2001; Desrochers & Thompson, 2009; Gaygen & Luce, 1998). A 7-point 
scale rating task in Balota et al. (2001) was adapted and changed into a 6-point scale. It was 
used to elicit subjective frequency data from L1 participants based on their daily use and 
exposure to the items. As presented in Figure 4-6 and Appendix 11, the rating scale values 
represented a range of possible frequencies: 0 = never; 1 = once a year; 2 = once a month; 3 = 
once a week; 4 = once every two days; 5 = once a day; and 6 = several times a day. 
Participants were instructed both verbally and in a written form that the judgement should be 
based on their daily conversations, text messages, reading, TV and Internet. In this design, 
rating on frequency instead of familiarity was used to address the concern raised over 
familiarity rating in Balota et al. (2001), according to whom familiarity rating may mask 
other semantic and orthographic factors.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4-6    Worksheet for L1 rating on frequencies of shàng constructions 
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Ninety-five participants in Beijing were invited to take part in the survey. None of them 
participated in the previous tasks. The participants‘ demographics are presented in Table 4-
13. The large majority of them were university students and office workers, with their ages 
ranging from 21 to 50.  
 
Table 4-13     
Demographics of L1 participants in the rating task on subjective frequency (n = 95) 
 N (Number of participants) Percentage 
Gender   
Male 53 56 
Female 42 44 
Age range   
21 to 30 53 56 
31 to 40 35 37 
41 to 50 2 2 
51 to 60 0 0 
≥ 61 5 5 
Education   
High school diploma 0 0 
Undergraduate student 29 30 
Bachelor‘s Degree 40 42 
Master‘s Degree 12 13 
Doctor‘s Degree 14 15 
Years of English education   
≤ 6 years 11 12 
7 to 8 years 27 28 
9 to 10 years 43 45 
≥ 11 years 14 15 
Full-time students 48 51 
Full-time office workers 31 33 
Other 16 17 
Total  95 100 
 Note. There are slight discrepancies in the total percentage due to rounding error.  
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4.6.3    Results and discussion 
Correlation analysis of L1 objective frequency data for shàng constructions 
The frequency data of the test items in NBM is presented in Table 4-12, together with the 
frequencies in the CCL Corpus. The two corpora are shown to be highly correlated: r = .91, p 
= 0.01. This result demonstrates the consistency of the two corpora.  
 
Although the overall correlation is extremely high, there are some inconsistencies. Three 
noticeable exceptions were to start a project, to surf the web/get online and to increase scale. 
Both to start a project and to increase scale are quite frequent in the CCL corpus but much 
less in the NBM, presumably because they are quite formal expressions commonly used in 
newspapers and government reports. To surf the web/get online, in contrast, occurs with very 
high frequency in NBM but is much lower in CCL. It is likely that to surf the web/get online 
has become a daily activity and people tend to use it in their everyday spoken language. The 
low percentage of spoken data in the CCL may account for these noted differences.  
 
Reliability and correlation analysis of L1 subjective and objective frequency 
L1 participants‘ ratings on subjective frequency were examined for internal consistency. The 
95 participants showed a high degree of consistency in how often they reported encountering 
the test items in daily life, reaching Cronbach‘s α = .99. Having established the reliability of 
the subjective frequency ratings, these will now be compared with the objective ratings.  
 
Correlations between L1 subjective frequency and L1 objective frequency were computed. 
Spearman‘s correlation coefficients are reported since both interval and ordinal data are 
involved (Baltas & Argouslidis, 2007), as Table 4-14 presents. The results in Table 4-14 
show that L1 subjective frequency does not correlate with the objective frequency data from 
the CCL corpus, but it is significantly related to radio and TV media data from NBM, rs = 
.48, p = 0.05. The non-relationship shows people‘s perceptions about the frequencies in their 
daily use differ substantially from text-sourced corpus. It is predicted that substantial 
discrepancy may also be located between a written Chinese corpus and a spoken Chinese 
corpus.  
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Table 4-14     
Correlations (rs) across L1 subjective and objective frequency 
 
L1 subjective 
frequency
1
 
CCL objective 
frequency
2
 
NBM objective 
frequency
3
 
L1 subjective 
frequency
1
  - .31 .50
*
 
CCL objective 
frequency
2
 
- - .87
**
 
Note.
 **
 Correlation is significant at the 0.01 level (2-tailed); 
*
Correlation is significant at the 0.05 level (2-tailed); 
rs = Spearman‘s rho; 
1
 Subjective frequency of the test items rated by L1 participants; 
2 
Objective frequency of the test items in the Corpus of Chinese Language; 
3 
Objective frequency of the test items in the National Broadcast Media Language Resources Online. 
 
 
The correlations suggest that in contrast to a predominantly written corpus, materials from 
radio and TV programs are probably closer to how L1 speakers perceive their use of the 
language. The moderate relationship also indicates that although the NBM is based on spoken 
data, media usage is different from everyday language. This is why Leech, Rayson, and 
Wilson (2001) gave separate word frequencies for conversational spoken texts and task-
oriented speech, to which media language belongs. A similar result was reported in Brysbaert 
and New (2009) which showed that in their psycholinguistic research, TV and movie subtitles 
had closer word frequencies to subjective frequency than in written texts.  
 
The lack of a significant relationship between the subjective frequency and the CCL objective 
frequency, as well as the moderate correlation between subjective data and NBM objective 
frequency are inconsistent with the much stronger correlations reported in previous studies, 
for instance, .91 - .94 in Backman (1976) (quoted in Schmitt & Dunham, 1999). The strong 
correlation between CCL and NBM suggests that media language is closer to written corpora 
than to people‘s daily use of the language. It is evident that frequency is multi-dimensional 
and spoken and written registers should be used separately in frequency research. In later 
chapters the role of frequency in L2 acquisition is examined. Both objective and subjective 
frequencies were used as the baseline data against which L2 acquisition data was compared.  
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Table 4-15     
Rankings of L1 by subjective and objective frequency 
Item Idiomatic translation 
L1 
subjective 
frequency
1
 
CCL  
objective 
frequency
2
 
NBM 
objective 
frequency
3
 
Shàng wǎng (net) To surf the web/get online 1 13 3 
Shàng bān (work) To go to/start to work 2 3 2 
Shàng kè (class) To start class 3.5 7 7 
Shàng chuáng (bed) To go to bed 3.5 12 15 
Shàng lóu (building) To go upstairs 5 11 12 
Shàng chē (car) To get into a car 6 5 6 
Shàng xué (school) To go to school 7 2 4 
Shàng jiē (street) 
To get onto the street/go 
out 
8 10 10 
Shàng cài (dishes) To serve food 9 16 16 
Shàng chǎng (sports field) To get onto the sports field 10 9 9 
Shàng niánjì (age) To grow old 11 15 14 
Shàng shì (market) 
To come into season/ 
(firms) to go public 
12 1 1 
Shàng gǎng (mound) To get employed 13 8 8 
Shàng chénglǐ (town) To go to town 14 20 20 
Shàng diànshì (TV) To be on TV 15 17 13 
Shàng tái (stage)  To come into power 16 4 5 
Shàng yào (ointment) To apply ointment 17 18 19 
Shàng huò (goods) To restock goods 18 19 18 
Shàng guīmó (scale) To increase scale 19 14 17 
Shàng mǎ (horse) To get on horseback/start 
(a project) 
20 6 11 
Note.
 1
 Subjective frequency based on L1 participants‘ rating on of the test items; 
2 
Objective frequency of the test item in the Corpus of Chinese Language; 
3 
Objective frequency of the test item in the National Broadcast Media Language Resources Online. 
 
The relationship between subjective and objective frequency was further examined by 
ranking the test items according to the three frequency resources (see Table 4-15). The four 
biggest discrepancies, i.e., the ranking differences are more than 10, are evident between L1 
subjective frequency and objective frequency, particularly in the CCL Corpus. The first one 
was to surf the web/get online, ranked the most frequently used items by L1 participants but 
only in 13
th
 place in the CCL Corpus. The same item was the 3
rd
 in the ranking of the NBM 
frequency. It was found that of the five participants above the age of 60, two rated this item 
as ―(they use it) several times a day‖ and three rated it as ―once a day‖. The proliferation of 
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the internet makes it an indispensable part of people‘s daily life and a popular subject in the 
media. In contrast, in the CCL corpus, the inclusiveness and comprehensiveness of genres 
evened out the weighting of people‘s daily language use.  
 
Shàng shì has two senses: to come into season and (for firms) to go public, and was found to 
be the most frequently used item in both the CCL and the NBM. The second sense (for firms) 
to go public is an especially common topic in both media and the predominantly written 
corpus. Contrastingly, in daily usage, it sat the 12
th
 in the subjective ranking. The average 
value of the rankings by the 95 participants is 1.96, which means it is used once in over a 
month. The item (a political party or a leader) to come into power, also showed immense 
popularity in the two objective corpora, probably due to the considerable number of political 
issues discussed in both the media and written texts. The average rating by participants was 
1.52, which indicates people on average may use it once every few months. A similar 
situation applies to to start a project: Its high frequency in the CCL Corpus contrasts with the 
rarity in use rated by L1 participants.  
 
Correlation analysis of L1 objective and subjective frequency with other L1 factors 
Correlations between L1 objective frequency and subjective frequency and the elicited L1 
variables, i.e., the production prototypicality pattern, the teaching sequence pattern and the 
concreteness pattern were computed. Both interval data in corpus frequency and production 
frequency and ordinal data were used in all of the rating tasks. Spearman‘s correlation 
coefficients (rs) were reported across different sets of data, as Table 4-16 presents.  
 
L1 subjective frequency was significantly and strongly correlated with the L1 production 
prototypicality pattern and the L1 teaching sequence prototypicality pattern, both over .80. 
This suggests that the more frequently people use one item, the more readily it is retrieved 
and the less difficult to learn. The predictive power of subjective frequency of prototypicality 
patterns was consistent with the literature that shows high-frequency words are retrieved 
faster than low-frequency lexical units in L2 (N. C. Ellis et al., 2008; M. S. Schmid & Köpke, 
2009) as well as in L1 (Braine et al., 1990). In addition, the strong relationships between L1 
subjective frequency and the two L1 prototypicality patterns suggest that L1 speakers have 
consistent and stable intuition about their L1. This is in support of the claim that people have 
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very ―accurate knowledge of language frequency‖ (N. C. Ellis, 2012b, p. 8). It indicates that 
subjective frequency constitutes a particularly significant component of  prototypicality 
patterns (Kellerman, 1979a, 1979b, 1986). The assumption that production prototypicality 
parallels frequencies in language use (Uyeda & Mandler, 1980) is also supported in this 
study.  
 
Table 4-16     
Correlations across L1 prototypicality patterns and rating patterns 
 
L1 
subjective 
frequency
1
 
CCL 
objective 
frequency
2
 
NBM 
objective 
frequency
3
 
L1 
production
4
 
L1 
teaching 
sequence
5
 
L1  
concreteness
6
 
L1 subjective 
frequency 
- .31  .50
*
 .81
**
 .82
**
 .41 
CCL objective 
frequency 
- - .87
**
 .10 .35 -.17 
NBM 
objective 
frequency 
- - - .27 .41 -.22 
L1 production  - - - - .85
**
 .47
*
  
L1 teaching 
sequence 
- - - - - .54
*
 
Note. 
**
. Correlation is significant at the 0.01 level (2-tailed); 
*
. Correlation is significant at the 0.05 level (2-tailed); 
rs  = Spearman‘s rho; 
1
 Subjective frequency based on L1 participants‘ rating on of the test items; 
2 
Objective frequency of the test items in the Corpus of Chinese Language; 
3 
Objective frequency of the test items in the National Broadcast Media Language Resources Online; 
4 
Production frequency of the test items by L1 participants; 
5
 Teaching sequence of the test items judged by L1 participants; 
6
 Concreteness of the test items rated by L1 participants.  
 
 
In contrast, neither the objective frequency data in Chinese corpora, i.e., neither the CCL 
objective frequency data nor NBM objective frequency data, had any significant relationship 
to the two prototypicality patterns. The result adds more evidence for previous findings that 
prototypicality does not always correspond with corpus-based frequency (Gilquin, 2006; 
Kennedy, 1991; Nordquist, 2004; Roland & Jurafsky, 2002; Shirai, 1990; Sinclair, 1991). 
Table 4-17 presents the top-ranked items for the L1 subjective frequency and objective 
frequency and the L1 production prototypicality pattern and the teaching sequence pattern. 
Only the L1 CCL objective frequency and NBM objective frequency had an identical item in 
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the first place, namely shàng shì. The prototypical sense of shàng was believed to be the one 
that stood out in the L1 production task: to move physically from a lower level to a higher 
level as expressed in to go upstairs. However, caution should be taken to avoid assuming that 
the most frequently used item is the prototype. Both frequency register and prototypicality 
type should be specified because multiple factors are usually interwoven together in 
language.  
 
Table 4-17     
Items in the 1
st
 places of L1 subjective frequency, objective frequency and prototypicality 
patterns 
 Item in the  
1
st
 place 
Idiomatic translation 
L1 subjective frequency
1
 Shàng wǎng To surf the web/get online 
CCL objective frequency
2
 Shàng shì  To come into season/(firms) to go public 
NBM objective frequency
3
 Shàng shì  To come into season/(firms) to go public 
L1 production
4
 Shàng lóu  To go upstairs 
L1 teaching sequence
5
 Shàng chē  To get into a car 
Note.
 1
 Subjective frequency based on L1 participants‘ rating on of the test items; 
2 
Objective frequency of the test items in the Corpus of Chinese Language; 
3 
Objective frequency of the test items in the National Broadcast Media Language Resources Online; 
4 
Production frequency of the test items by L1 participants; 
5
 Teaching sequence of the test items judged by L1 participants. 
 
 
The moderate correlation between concreteness and L1 production indicates that the more 
concrete and literal an item is, the less central it tends to be. This result finds support in 
previous literature that concreteness constitutes an important part of prototypicality 
(Kellerman, 1979b). Also, the fact that concreteness does not correlate with either objective 
frequency or subjective frequency agrees with the finding that frequency is independent of 
literalness in Cronk, Lima, and Schweigert (1993). The claim that figurative meanings in 
formulaic language are more frequent than literal ones (Conklin & Schmitt, 2008; Shirai, 
1990) is not supported here. 
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4.6.4    Section summary  
L1 ratings on subjective frequency of the target shàng constructions in their daily use were 
compared with L1 objective frequency data collected from two L1 corpora. No correlation 
was found between L1 subjective frequency and the written corpus while a moderate 
correlation between L1 subjective frequency and the media corpus was found. In comparing 
L1 frequency data with the sets of data concerning the shàng constructions, L1 subjective 
frequency was found to be a good predictor of L1 production prototypicality and teaching 
sequence ranking.  
 
4.7    Chapter Summary 
This chapter has presented the procedures and reported the results in dealing with the L1 data. 
The elicited L1 data forms the baseline for L2 acquisition data in the following chapter. Here 
the purpose, methods, participants, data collection procedures, and analysis results have been 
presented in detail and discussed with respect to the literature where relevant and necessary.  
 
Study 1 consisted of two data collection procedures. The first was an L1 production task, 
where native speakers generated different uses of shàng. Another four groups of L1 
participants then did ranking and rating tasks on the teaching sequence, lexical features and 
frequency of the senses generated by the first group. The L1 production prototypicality 
pattern was found to be highly correlated with the L1 teaching sequence pattern. The 
correlation analyses across the sets of L1 rating data indicate that concreteness, imageability 
and literalness are highly correlated. Based on the results, the three factors were collapsed 
into the term of concreteness. The findings demonstrated that L1 concreteness contributes 
moderately to the L1 production pattern and the teaching sequence pattern. This result 
supports the claim (Kellerman, 1979b) that concreteness is an important component in 
prototypicality, and the moderate correlation indicates that there are other concurrent factors 
contributing to prototypicality patterns. The last factor tested in this chapter was frequency. 
Judgement-based L1 subjective frequency was compared with corpus-based objective 
frequency data. A substantial discrepancy was found between the two types of data. 
Subjective frequency was a powerful predictor of the observed prototypicality patterns while 
 105 
 
objective frequency had little effect. This suggests that caution should be exercised when 
viewing corpora frequency as representative of language in daily use.  
 
The results obtained here will be used in Chapter 5 as a benchmark to investigate the L2 
acquisition pattern and the potential difficulty that L2 learners encounter in learning these 
forms. 
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Chapter 5 
Study 2. L2 Acquisition Sequence of Shàng Constructions and 
Predictive Factors Responsible for the Observed Sequence 
 
 
5.1    Overview 
The focus of this chapter is on evidence for a stable pattern of shàng-construction knowledge 
by Chinese L2 learners and the identifications of factors contributing to the observed pattern. 
The previous chapter presented groups of potential L1 factors and made comparisons 
between them. The L1 production pattern and teaching sequence pattern were found to be 
strongly correlated and hence provided support for the prototypicality account as set out in 
Chapter 2. Subjective frequency rated by the L1 participants was more predictive of the 
production and the teaching sequence patterns than objective frequencies obtained from L1 
corpora. Concreteness contributed moderately to L1 production and judgement of teaching 
sequence but not to frequencies. With these findings as the baseline, the current chapter 
examines prototypicality pattern in the L2. 
 
The structure of the chapter is illustrated in Figure 5-1. This chapter first presents the method 
of collecting L2 proficiency data, with the instrument consisting of an L2 standardised test 
and a translation test of the target constructions. Results of reliability analysis and correlation 
analysis of the two sets of data are then presented. Then it examines proof of the existence of 
an L2 acquisition sequence for the shàng constructions. After establishing the sequence, it 
goes on to study the strengths of the abovementioned L1 factors and L2 proficiency in 
predicting the acquisition sequence. Following an overview in Section 5.1, Section 5.2 
presents the purposes of the study of L2 acquisition and the research questions. The details of 
the method, namely the test instruments, demographics of the participants and data collection 
procedures, are presented in Section 5.3. In Section 5.4, L2 acquisition data is analysed and 
results reported in comparison with L1 data. Section 5.5 presents some preliminary 
conclusions and Section 5.6 summarises the chapter. 
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Figure 5-1    Structure of Chapter 5: establishing L2 acquisition sequence and comparing it 
against the L1 benchmark  
 
5.2    Introduction 
This chapter first of all seeks evidence for the existence of an L2 acquisition sequence for the 
shàng constructions. After establishing the sequence, it goes on to evaluate how different 
factors, specifically, the L1 production pattern, teaching sequence pattern, concreteness and 
frequency of the shàng constructions as well as L2 proficiency level account for the observed 
sequence.  
 
The L2 acquisition of shàng constructions is examined through the following research 
questions: 
(1) Is there a stable and reliable sequence in the acquisition of the target shàng 
constructions by the L2 learners?  
(2) If the answer to Question (1) is yes, then how does this sequence correlate with 
(a) the language proficiency in L2; 
(b) L1 prototypicality patterns and L1 concreteness; and finally 
(c) L1 objective frequency and subjective frequency? 
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5.3    Method 
5.3.1    Research design 
A cross-sectional acquisition study was carried out in order to investigate the sequence in 
which learners of different L2 proficiency levels acquire the test items. A cross-sectional 
study collects data ―at a single point of time […] from groups of learners at different 
proficiency levels and infers that the differences represent change over time‖ (Gass & 
Selinker, 2008, p. 516). A cross-sectional study was employed in this case as it allowed 
optimum use of the time available, particularly in comparison with a longitudinal study.  
 
The L2 participants‘ proficiency test consisted of two parts: a standardised Chinese L2 
proficiency test and a test of their knowledge of the shàng constructions. The first test 
provided a single score that would be used as the measure of standardised L2 Chinese 
proficiency. In the second test, learner knowledge of the shàng constructions was assessed in 
a translation task in which the learners were asked to provide an English translation of the 
target shàng constructions presented in both Chinese script and Romanised Chinese pinyin. 
The translation task was scored based on the number of items correctly translated and a 
sequence was obtained by ranking the results from the highest score to the lowest. 
 
In order to answer Research Question (1), an implicational scaling analysis was conducted to 
find out whether the sequence was stable and reliable. Coefficients of reproducibility were 
also computed for each shàng construction. After the acquisition sequence was proved to be 
stable and reliable, the study moved on to Research Question (2).  
 
In order to answer Question (2a), a correlation analysis was conducted to find out whether L2 
participants‘ performance in the Chinese L2 proficiency test correlated with the total scores 
obtained in the translation test.  
 
In order to answer Question (2b), a correlation analysis was conducted to compare the mean 
translation scores of each item achieved by L2 participants with the production frequency 
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produced by L1 participants, their rankings on the teaching sequence of the target 
constructions and their ratings on the concreteness of each item.  
 
In order to answer Question (2c), a correlation analysis was conducted to compare the mean 
translation scores of each item with the objective frequency data of each item obtained from 
L1 corpora and their intuitively derived subjective ratings on item frequency.  
 
5.3.2    Test instruments for acquisition 
The L2 participants completed a Chinese L2 proficiency test and a card sorting task of the 
test items. L2 proficiency tests provide more accurate information about proficiency levels 
than the use of institutional ranks like year levels (Leńko-Szymańska, 2014). The latter card 
sorting task tested L2 learners‘ knowledge of sense relatedness of the shàng constructions; 
this is discussed in detail in Chapter 6. The Chinese L2 proficiency test was presented to 
participants in both Chinese script and Romanised Chinese pinyin since some participants in 
Brisbane had not learned Chinese characters by the time the test was taken. The Chinese L2 
test consisted of two parts: a standardised Chinese L2 proficiency test accounting for 60% 
and a translation test for the target shàng constructions accounting for 40% of the general 
proficiency test. Inclusion of the translation test into the Chinese L2 test is based on the claim 
that lexical proficiency is an important component of language proficiency (Crossley et al., 
2011).  
 
The standardised Chinese L2 proficiency test was an adapted version of Hànyǔ Shuǐpíng 
Kǎoshì (HSK), the most authoritative Chinese L2 test used in China. It was used to yield L2 
proficiency levels that would then be compared with the L2 participants‘ translation scores 
from the translation part of the test. In order to accommodate a range of proficiency levels, 
the test consisted of reading comprehension parts for Levels 1, 2, 3 and 4 of the published 
HSK test papers, with each level given a weighting of 25% in this part of the test. This 
section consisted of 40 questions, with 10 questions from each level, and each item is worth 
1.5 points. A sample from the test paper is presented in Figure 5-2 and in completeness in 
Appendix 1.  
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Figure 5-3    Chinese translation task for L2 participants  
Figure 5-2    Chinese proficiency test for L2 participants 
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The translation section consisted of the 20 target shàng constructions obtained in Chapter 4 
based on the L1 production frequency. They were presented with the same minimal context 
as in Chapter 4 to avoid ambiguity (see Figure 5-3 and Appendix 1). Each item was worth 2 
points. Participants‘ performance in the translation component was used as the indicator of 
their acquisition of the target shàng constructions. 
 
5.3.3    Participants and data collection procedure 
Several selection criteria were taken into account when recruiting the L2 participants. The 
first one was the participants‘ L1 and any other language backgrounds. In order to control 
potential L1 interference in the acquisition of the target language, the L1 of all L2 
participants was determined to be English as the standard. Due to the possible linguistic 
affinities of Asian languages, L2 learners of other Asian language backgrounds were not 
considered; however, those of non-Asian language backgrounds were acceptable. By 
language background, the researcher not only encompassed the native language(s) of the L2 
learner‘s parents but also any languages that the L2 learner had learned for more than one 
year. In order to make the sample more representative of the overall population of Chinese 
L2 learners of English L1, L2 learners of different proficiency levels were recruited to 
participate in the study.  
 
L2 participants (N = 96) were recruited both in Brisbane, Australia (n = 30) and in Beijing 
(n = 66). Subsequent concern over the compatibility of learners in Brisbane and those in 
Beijing arose. This concern was addressed and is presented in Section 5.4.2. In Brisbane, 
the researcher personally recruited L2 learners to participate in the research by visiting the 
classrooms of the Chinese program in The University of Queensland. At this time the 
purpose of the research, the flexibility of arranging for a meeting time and how they would 
be rewarded for their participation was explained, as illustrated in Appendix 12. The 
researcher then emailed the interested students who met the stated selection criteria to 
arrange an appointment to take the test.  
 
In Beijing, L2 participants with English L1 were recruited from Beijing Normal University, 
Beijing Language and Culture University, Peking University and University of International 
Business and Economics. These four universities were targeted seeing that there were more 
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Chinese L2 learners with English as their L1 than other universities. The advertisement, as 
shown in Appendix 14, which was posted on the notice boards on campus and distributed in 
the dining halls, cafes and dormitory buildings of the abovementioned four institutions. When 
contacted by potential participants, the researcher made appointments to meet them. 
Participants were also encouraged to convince any other known qualified individuals to 
participate in the Chinese test and their fruitful efforts in this regard were rewarded. 
 
In all, 96 Chinese L2 learners participated in the Chinese test in Brisbane and Beijing. The 
researcher met the L2 participants either individually or in groups of no more than six 
participants in her office. The researcher first informed the participants of the purpose of the 
study and assured them that all personal information would be kept strictly confidential. 
Participant Information Sheets (Appendix 15) were distributed to the participants could have 
a clear understanding of the research before they signed the consent form (Appendix 5). The 
researcher then distributed the test papers to the participants and explained that language 
background referred to the native language(s) of their parents and/or any languages that they 
had studied for more than one year. They were asked to fill in their personal information, as 
illustrated in Appendix 12 and then move on to the test itself.  
 
The participants‘ demographics are illustrated in Table 5-1. Their ages ranged from 21 to 50, 
with the majority studying at university. All participants had had at least more than one year 
of Chinese education in the classroom. The majority of participants (n = 68) had a bilingual 
background, English L1 and Chinese L2, and 28 participants had multilingual backgrounds of 
other European languages such as Spanish, French, Italian, German and Norwegian.   
 
The participants were given 35 minutes to complete the test, which allowed them to complete 
it without undue hurry. They could choose to hand it in before the time was up. Upon 
completion of the test, participants were asked to do a card sorting task, testing their 
knowledge of sense relatedness of the polysemous item shàng (see Chapter 6). The whole 
procedure lasted 40-50 minutes. The participants in Brisbane, Australia received 15 dollars 
and those in Beijing, China received 100 RMB when they left the office.   
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Table 5-1     
Demographics of L2 participants in the acquisition test (N = 96) 
 N (Number of participants) Percentage 
Gender   
Male 43 45 
Female 53 55 
Age range   
21 to 30 68 71 
31 to 40 25 26 
41 to 50 3 3 
Education   
Undergraduate student 49 51 
Bachelor‘s Degree 27 28 
Master‘s Degree 20 21 
Years of Chinese education in 
school 
 
 
≤ 2 years 15 16 
3 to 4 years 46 48 
5 to 7 years 26 27 
Recruitment place   
Brisbane                                                        30 31 
Beijing                                                                                                                                                                 66 69
Full-time students 89 93 
Full-time office workers 7 7 
Language background other than 
Chinese 
 
 
English L1 only 68 71 
English L1 and French 5 5 
English L1 and German 8 8 
English L1 and Italian 5 5 
English L1 and Norwegian 1 1 
English L1 and Spanish 6 6 
English L1, French and Spanish 3 3 
   
Total 96 100% 
   Note. There are slight discrepancies in the total percentage due to rounding error. 
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5.4    Results and Discussion 
This section presents the results of the L2 HSK proficiency test, the L2 translation test and a 
comparison of the L2 scores with the L1 benchmark obtained in Chapter 4.  
 
5.4.1    Reliability analysis for tests by Chinese L2 learners 
This section first describes how the L2 HSK test and the translation test were scored and 
reports the reliability of participants‘ responses in both tests. The marking of the HSK section 
of the test was straightforward since it was made up of 40 objective questions. Each question 
was worth 1.5 points. The test provided a single score for each participant to be used as one 
of the measures of L2 Chinese proficiency. The researcher completed all the marking of the 
HSK section on her own. Reliability for all of the L2 participants was Cronbach‘s α = .93.  
 
The L2 translation test was scored by two raters, the researcher and a Chinese colleague. An 
inter-rater reliability analysis was used to measure the degree of agreement between the raters 
in the scoring decisions. The analysis was performed using the Kappa statistic to determine 
consistency between the two raters and were found outstanding, Cohen‘s kappa = .93 (p < 
.001). The two raters discussed the discrepancies until a complete agreement was reached.  
 
Reliability for the translation test results was then computed, yielding L2 Cronbach‘s α = .89. 
This demonstrated a highly uniform pattern of acquisition across learners who used different 
textbooks in different places and were at different L2 levels. This suggests that the L2 
acquisition of the shàng constructions is not random but a well-patterned systematic process. 
 
5.4.2    Grouping Chinese L2 learners 
L2 participants were recruited in Brisbane (n = 30) and in Beijing (n = 66). Brisbane learners 
included a few highly proficient learners who had learning experience in China before, but in 
general were at a lower level of proficiency than the Beijing group, which did, however, 
include some beginners. Given the differences in the sampling sites, it was important to see if 
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the groups were comparable in the patterns of responses produced and could thus be 
combined in the main analysis.  
 
In order to address this issue, for comparative purposes all 96 L2 participants were divided 
into three groups based on their performance in the general proficiency test, of which the 
HSK test accounted for 60% and the translation test 40%. As indicated in Table 5-2, the test 
scores ranged from 25 to 99. L2 participants that scored under 49 (inclusive) in the present 
research were categorised into the lower proficiency group. L2 participants that scored 
between 50 and 74 (inclusive) were categorised into the medium proficiency group and those 
above 75, the upper proficiency group. The terms lower, medium and upper are used in the 
present study to indicate their proficiency levels relative to the other learner groups in the 
present research. No overlap was found across the values of lower boundary and upper 
boundary for the three groups. The three groups were distinctive in terms of their proficiency 
levels and their responses were comparable in the cross-sectional study.  
 
Three independent-samples t-tests were then conducted respectively on each of the three 
proficiency groups to compare the patterns in the translation task for Brisbane L2 and Beijing 
L2 learners. The first independent-samples t-test was conducted to compare the performance 
in the translation task by the 18 participants recruited in Brisbane and the 10 participants in 
Beijing who fell into the lower L2 group. There was no significant difference in the 
translation scores by L2 participants in Brisbane (M = 6.05, SE = 1.58) and those in Beijing 
(M = 7.11, SE = 5.84); t (26) = .39, p = .74.   
 
For the medium proficiency group, the second independent-samples t-test reported no 
significant differences in the translation scores by the Brisbane participants (M = 14.67; SE = 
4.46) and the Beijing ones (M = 18.00; SE = 1.18); t (32) = 1.03, p = .30. 
  
The third independent-samples t-test conducted on the upper proficiency group reported 
similar results: there was no significant difference between Brisbane participants (M = 25.50; 
SE = 1.89) and those in Beijing (M = 22.55; SE = 1.29); t (32) = -.82, p = .20. 
 
The results demonstrated that the three groups represented distinct levels of proficiency and 
in each group, and there were no significant differences in the performance in the translation 
task by Beijing participants and Brisbane participants. 
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Table 5-2     
Descriptive statistics for L2 participants in different proficiency groups: Proficiency total 
score ranges, Means and Standard deviations (N = 96) 
Learner group Score range Mean (SD) 
95% CI
4
 
[Lower, Upper] 
Gender 
 
Place 
M F Beijing Brisbane 
LPG
1
 (n = 28) 25 - 49 34.68 (8.75) [78.54, 82.22] 15 13  10 18 
MPG
2 
(n = 34) 50 - 74 62.40 (6.89) [59.99, 64.80]  12 23  28 
28 
6 
UPG
3 
(n = 34) 75- 99 80.38 (5.27) [31.29, 38.07]  16 17  6 
Total (N = 96) 25 - 99 60.68 (19.68) [56.70, 64.67]  43 53  66 30 
Note.
 1 
L2 lower proficiency group; 
2 
L2 medium proficiency group; 
3 
L2 upper proficiency group; 
4
 CI = Confidence Interval.  
 
 
Reliability analysis was conducted to investigate the internal consistency of the performance 
in the translation task by the three L2 groups. All three L2 groups were found highly reliable: 
for L2 lower group, Cronbach‘s α = .91; for L2 medium group, Cronbach‘s α = .90; for L2 
upper group, Cronbach‘s α = .86. No significant difference in reliability was found across the 
three L2 groups, although there was a slight decreasing tendency as the proficiency level 
grew. More variation in the high proficiency level may suggest that more factors are involved 
as learners progress in their L2 language. 
 
5.4.3    Implicational scaling analysis of data by Chinese L2 learners 
The average of each item was obtained by dividing the total item score by the number of L2 
participants. The average scores for the test items were sequenced from the largest to the 
smallest, as indicated in Table 5-3. It is observed that more frequently used items in daily life 
tend to be acquired first and concreteness also plays a pivotal role in structuring the sequence. 
Before the sequence could be recognised as a stable and reliable pattern, an implicational 
scaling analysis for the L2 data was necessary for its reproducibility and scalability. Good 
reproducibility and scalability demonstrated the stability and reliability of the L2 acquisition 
pattern. A detailed description of procedures in carrying out implicational analysis is 
provided in the following. 
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Table 5-3     
Rankings of acquisition scores by L2 participants with 5 as the full score  
Rank 
Item 
No. 
Item (with literal  
meaning of the noun) 
Idiomatic translation 
    
Average 
1 Q5 Shàng kè (class) To start class 4.45 
2 Q17 Shàng wǎng (net) To surf the web/get online 4.35 
3 Q18 Shàng bān (work) To go to/start to work 3.8 
4 Q4 Shàng xué (school) To go to school 3.65 
5.5 Q10 Shàng chē (car) To get into a car 3.05 
5.5 Q6 Shàng lóu (building) To go upstairs 3.05 
7 Q15 Shàng chuáng (bed) To get into bed 2.8 
8 Q3 Shàng diànshì (TV) To be on TV 2.65 
9 Q19 Shàng jiē (street) To get onto the street/go out 2.45 
10 Q9 Shàng chénglǐ (town) To go to town 2.05 
11 Q8 
Shàng chǎng (sports 
field) 
To get onto the sports field 1.6 
12 Q16 Shàng shì (market) 
To come into season/(firms) to go 
public 
1.65 
13 Q1 Shàng gǎng (mound) To get employed 1.2 
15 Q7 Shàng niánjì (age) To grow old 1.2 
14 Q13 Shàng cài (dishes) To serve food 1.2 
16 Q20 Shàng huò (goods) To restock goods 0.75 
17 Q14 Shàng mǎ (horse) To get on horseback/start (a 
project) 
0.5 
18 Q11 Shàng guīmó (scale) To increase scale/expand 0.35 
19.5 Q12 Shàng tái (stage) To come into power 0.3 
19.5 Q2 Shàng yào (ointment) To apply ointment 0.3 
 
 
Implicational scaling (also known as Guttman Scalogram), is a method of studying 
longitudinal data or cross-sectional data of second language learners to reveal progression 
patterns in acquisition (e.g., Gitsaki, 1996; Gries, 2014; Hatch & Farhady, 1982; Rickford, 
2002). In the analysis, the binary data is entered so that the learners are listed in the row in 
sequence of the highest to the lowest performance. The items are placed in columns ordered 
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from the best answered to the worst answered items. According to Hatch and Farhady (1982), 
by identifying features as acquired/not acquired for each item and hypothesising the 
acquisition sequence, errors can be identified as violations of the ideal acquisition sequence 
model. There are two types of errors: deviations from the expected correct responses and 
deviations from the expected wrong responses. The former cases are entries that are expected 
to be answered correctly in the ideal model but get wrong responses, and the latter cases are 
entries that are expected to remain unanswered or wrongly answered but get correct 
responses. In regard to the errors participants make, the Guttman coefficient of reproducibility 
(Crep) is calculable with the following formula for the overall scaling (Hatch & Farhady, 
1982, p. 179):   
 
 
 
The total number of responses is the number of participants multiplied by the number of test 
items, and therefore the formula can be rewritten into: 
 
 
 
It is argued that the value of Guttman coefficient of reproducibility (Crep) should be above .90 
in order to be considered reproducible (Guttman, 1944). Likewise, in determining the 
reproducibility for each item, the formula is also applicable: 
 
 
 
According to Hatch and Farhady (1982), two more additional figures need to be calculated 
before the final scalability can be credited as real: minimal marginal reproducibility (MMrep) 
based on correct responses and coefficient of scalability that indicates whether a variable is 
truly scalable. The adapted formula for MMrep is:  
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The difference between Crep and MMrep makes the percent improvement in reproducibility. 
And the formula for coefficient of scalability is: 
 
 
 
 
In dealing with L2 translation data for an implicational scaling analysis, it was agreed that 
either 0 or 1 would be granted to the translation of each item. The learner who demonstrated 
the highest proficiency in the task was then placed in the first row. The sequencing of 
participants followed from the highest performance to the lowest. The item answered 
accurately by the largest number of participants was put in the first item column and the 
sequencing went from the best answered item to the worst answered item. The L2 translation 
data was entered in Excel as shown in Figure 5-4 and Appendix 16. Taking into account the 
fact that some participants answered the same number of items and some test items had the 
same number of correct responses, necessary adjustments were made to the sequencings of 
both the participants and the items to minimise the errors. As illustrated in Figure 5-4 and 
Appendix 16, the red diagonal line indicates the suggested dividing line for the items that 
were predicted to be acquired (to the left of the diagonal) and those predicted not to be 
acquired (to the right of the diagonal) according to the ideal pattern. Therefore presumably, 
all participants above the red line for a specific item could answer that item correctly while 
those participants under the red line could not. Those exceptions to the ideal pattern, whether 
to the left or right the red line, were counted as errors. To put in another way, those cross-
sections (coloured in blue         ) to the left of the diagonal were counted as ―errors‖, i.e., the 
items that were predicted to be known according to the ideal model that were actually not. 
Those cross-sections (coloured in yellow        ) to the right of the diagonal were also counted 
as ―errors‖, i.e., the items that were not predicted to be known according to the ideal model 
that were actually known.  
 
Taking the test item Q3 as an example, the dividing line is between the two participants, s74 
and s46. Ideally, all participants in the same column above the red line ranging from s33 to 
s74 could answer the item correctly, while all of the participants ranging from s46 to s89 in 
the same column under the red line could not. With a score of 0, participant s74, contrary to 
expectation, could not give the right response and therefore this was counted as one error 
 120 
 
(coloured in blue         ). Participant s6 also performed differently from the ideal pattern and 
was able to give the correct response, when it was expected that they could not, and this was 
therefore also counted as an error (coloured in yellow        ).  
 
The number of correct responses, subtotals of errors for each item and the total for all items 
are presented in Table 5-4. Following the formulas introduced above, the Guttman coefficient 
of reproducibility (Crep) was obtained:  
 
 
 
        
                                                      
                                                       
 
 
 
        
                                                                                = 0.43 
 
Therefore: 
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Partici. ID = participant ID 
Trans. total = total score of translated items by each participant 
S = student (participant in the present research) 
Q = question (test item in the present research) 
         : the suggested the dividing diagonal for the items that were predicted to be acquired (to the left of the 
diagonal) and those predicted not to be acquired (to the right of the diagonal)  
         : ―errors‖ that were made to the items that were predicted to be acquired based on the dividing diagonal, 
i.e., items that were predicted to be known that were actually not  
         : ―errors‖ that were made to the items that were not predicted to be acquired based on the dividing 
diagonal, i.e., items that were not predicted to be known that were actually known 
Figure 5-4    L2 translation data in excel for implicational scaling analysis 
…
 
…
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Table 5-4     
Number of errors for L2 translation test items 
 
Item number Q5 Q17 Q18 Q4 Q10 Q6 Q15 Q3 Q19 Q9 Q8 Q16 Q1 Q7 Q13 Q20 Q14 Q11 Q12 Q2 
 
Total 
 
Ranking  1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 
 
Correct 
responses 87 80 73 72 59 60 59 55 50 41 31 34 27 26 25 15 12 7 5 4 
 
 
822 
Errors to the 
acquired  4 3 5 7 10 8 7 8 9 7 10 8 3 1 2 2 3 3 1 1 
 
 
 
102 
Error to those 
not acquired  0 4 1 2 0 4 5 7 3 4 1 3 7 9 11 7 9 5 2 2 
 
 
86 
Subtotal of 
errors             
 
4 7 6 9 10 12 12 15 12 11 11 11 10 10 13 9 12 8 3 3 188 
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As Hatch and Lazaraton (1991) state, ―Statisticians have determined that the coefficient of 
scalability must be above .60 before we claim scalability‖ (p. 212). Since this coefficient is 
well above .60, this indicates that this set of acquisition sequence data is truly scalable. In 
other words, the sequence formed a reliable pattern. It can be safely concluded that for these 
20 test items, there is an acquisition sequence reproducible from the learner population, 
regardless of learners‘ language environment, use of textbooks and learning experience. The 
coefficients of reproducibility and scalability demonstrate that the L2 acquisition sequence of 
the constructions as a pattern is very stable and reliable.   
 
The coefficient of reproducibility for each item predicts how stable the same percentage of 
responses to each item is. These coefficients are presented in Table 5-5. The items acquired 
in the first few places and those in the last few places were well above .90 whereas the items 
in the middle of the acquisition sequence were more marginal. The reproducibility pattern for 
each test item by order of acquisition is presented in Figure 5-5. Items acquired first and last 
were very stable in coefficient of reproducibility and more likely to be reproduced with the 
same percentage of responses as it is in the present research. There was more variability for 
the items acquired in the middle of the sequence, and the acquisition sequence was not linear; 
however, even the lowest coefficient of reproducibility .84, for Q3, to be on TV, was 
marginal. This again indicates the stability of the overall acquisition pattern.   
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Table 5-5     
Coefficients of reproducibility for each test item by L2 learners 
Ranking in 
acquisition 
Item 
No. 
Item (with literal  
meaning of the noun) 
Idiomatic translation Crep
*
 
1 Q5 Shàng kè (class) To start class 0.96 
2 Q17 Shàng wǎng (net) To surf the web/get online 0.93 
3 Q18 Shàng bān (work) To go to/start to work 0.94 
4 Q4 Shàng xué (school) To go to school 0.91 
5.5 Q10 Shàng chē (car) To get into a car 0.90 
5.5 Q6 Shàng lóu (building) To go upstairs 0.88 
7 Q15 Shàng chuáng (bed) To get into bed 0.88 
8 Q3 Shàng diànshì (TV) To be on TV 0.84 
9 Q19 Shàng jiē (street) To get onto the street/go out 0.88 
10 Q9 Shàng chénglǐ (town) To go to town 0.89 
11 Q8 Shàng chǎng (sports field) To get onto the sports field 0.89 
12 Q16 Shàng shì (market) To come into season/ 
(firms) to go public 
0.89 
13 Q1 Shàng gǎng (mound) To get employed 0.90 
15 Q7 Shàng niánjì (age) To grow old 0.90 
14 Q13 Shàng cài (dishes) To serve food 0.86 
16 Q20 Shàng huò (goods) To restock goods 0.91 
17 Q14 Shàng mǎ (horse) To get on horseback/start (a 
project) 
0.88 
18 Q11 Shàng guīmó (scale) To increase scale/expand 0.92 
19.5 Q12 Shàng tái (stage) To come into power 0.97 
19.5 Q2 Shàng yào (ointment) To apply ointment 0.97 
Note.
 *
 Crep = coefficients of reproducibility.  
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Figure 5-5    Coefficients of reproducibility for each construction by order of L2 acquisition 
 
 
After the L2 acquisition sequence of the shàng constructions was established, an 
investigation was conducted into how the various L2 and L1 factors obtained in Chapter 4 
contribute to the acquisition of shàng constructions. The following sections will report and 
discuss the results and findings. 
 
5.4.4    Sensitivity of L2 acquisition to L1 and L2 factors  
Sensitivity of L2 acquisition to L2 proficiency  
In order to investigate how L2 HSK proficiency predicted L2 participants‘ translation of the 
shàng constructions, the correlation coefficient was computed for the translation scores and 
HSK scores. The acquisition scores were found to be significantly and closely correlated with 
HSK, r = .84, p < .001. This relationship indicates that the two parts of L2 proficiency tests 
were highly correlated, and L2 acquisition of the shàng constructions worked as a reliable 
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indicator of L2 proficiency. This confirms the assertions in the literature that vocabulary 
plays a significant role in L2 proficiency (e.g., Zareva et al., 2005).   
 
Sensitivity of L2 acquisition to L1 prototypicality and concreteness patterns  
In Chapter 2, prototypicality was established as a good predictor of L1 acquisition: Children 
tend to acquire basic level categories before superordinate and subordinate categories 
(Nerlich et al., 2003; Rosch, 1973). Chapter 4 demonstrated that L1 production 
prototypicality pattern and the teaching sequence pattern of the shàng constructions were 
closely and significantly correlated. This section looks into how predictive L1 prototypicality 
patterns are of L2 acquisition pattern. It also investigates how L1 ratings pattern on 
concreteness accounts for L2 acquisition.  
 
Spearman‘s correlation coefficients were computed to find out how the L1 factors contribute 
to the observed L2 acquisition sequence. As demonstrated in Table 5-6, the L2 acquisition 
sequence approximated L1 production pattern very closely. The result demonstrates that what 
L1 participants produced first tend to be acquired first by L2 participants. An even stronger 
relationship was found between L1 rankings on the teaching sequence and L2 acquisition 
sequence. This indicates that L1 speakers have a good sense of the L2 acquisition sequence. 
The high correlation between L2 translation and the prototypicality patterns also 
demonstrates that L2 learners tend to acquire prototypicality members earlier. This finding 
supports a similar claim made in Ijaz (1986) that L2 learners find non-prototypical members 
of the English on more difficult to learn. The explanation for this is that prototypical 
members tend to be similar across different languages while non-prototypical members tend 
to be language-specific (Y. Zhang, 2013). Language specifics may hinder L2 acquisition due 
to the information gaps between L1 and L2. 
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Table 5-6     
Correlations (rs) across L2 acquisition and L1 prototypicality patterns and concreteness 
pattern 
 L2 
acquisition 
(N = 96) 
L1 
production 
(n = 92) 
L1 teaching 
sequence 
(n = 95) 
L1 
concreteness 
(n = 176) 
L2 acquisition - .83
**
 .85
**
 .29 
L1 production - - .85
**
 .47
*
 
L1 teaching sequence - - - .54
*
 
Note.
 **
. Correlation is significant at the 0.01 level (2-tailed); 
*
. Correlation is significant at the 0.05 level (2-tailed); 
rs = Spearman‘s rho. 
 
 
No significant relationship was detected between L1 ratings on concreteness and L2 
acquisition sequence, although concreteness contributes considerably to both of the Chinese 
prototypicality patterns. This result contradicted studies which reported that concrete and 
imageable items are learned earlier and translated better (Carter, 2012; de Groot, 2006; N. C. 
Ellis & Beaton, 1993a; Steinel et al., 2007). This result, however, is in agreement with the 
findings in Kellerman (1979a) and Laufer (1997b) that argue concreteness has no effect on 
vocabulary difficulty in L2 acquisition. Considering L2 learners are cognitively and 
conceptually mature, learning abstract words simply means ―learning a new form for a 
familiar concept‖ (Laufer, 1997b, p. 150). It is different from L1 acquisition where children 
learn concrete objects earlier than abstract concepts. The second possible reason is that 
concreteness may play a role in L2 acquisition of individual words or senses but not 
constructions. Constructions may be acquired by learners as a unit without trying to 
decompose them into smaller components. The third reason could be that the fundamental 
nature of the verb shàng itself makes the concreteness, literalness and imageability more 
complex than the polysemous verbs in the literature. Shàng is not only an action verb, but 
also relational and directional. It is different from the target words of previous literature on 
polysemous senses of action verbs such as breken (break) (Kellerman, 1978), stand 
(Harrington, 1992), and keep and hold (Csabi, 2004). This may make it more difficult for 
participants to rate the concreteness of the test items.  
 
As stated, the very strong overall correlation may partially obscure some variability in the 
results. Table 5-7 compares the three rankings of the test items in greater detail. The five 
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largest discrepancies are presented in the table, all of which have differences of at least 5 
places between the L2 and L1 data. The first item on which L1 and L2 disagreed, to surf the 
web/get online, was one of the first acquired items by the L2 participants and one of the most 
frequently produced by L1 participants. This is likely due to the spread of the internet. 
Additionally, since the Chinese L1 and L2 participants agreed so well on the forms and 
meanings of to surf the web/get online, it is likely for the L2 learners to acquire it as a 
consolidated unit, with no special mental effort needed to encode, understand and learn it (H.-
J. Schmid, 2007; Wolter & Gyllstad, 2013). Surprisingly, it was ranked 9
th
 in the L1 teaching 
sequence by the L1 group, possibly as L1 participants assumed abstractness and idiomaticity 
presented a difficulty to L2 learners. 
    
The second major difference was to come into season/go public in stock market. In the 
teaching sequence task, L1 participants ranked it among the last few items to teach, possibly 
because their intuitions suggested that this item was low in frequency in their daily use. This 
may particularly be the case for the second sense, which is used mostly in public media or by 
stockholders. This may explain why only three L1 participants out of 92 produced it. 
Surprisingly, when it came to the test on L2 participants, they were able to work out the 
meaning in a minimal context without too much difficulty.  
 
The third item that was elicited different responses from the L1 and L2 participants was to 
serve food. To serve food has the implication that waiters in restaurants bring food 
respectfully to the customers, where shàng has a conceptual sense of prestige. Eating out in 
China is such an important part of daily life and this was probably why a number of Chinese 
speakers produced the item. In L2 translation test, many participants translated it into to cook 
food. This translation possibly may have resulted from the fact that the prestige implication of 
shàng was not noted by L2 learners. This assumption can be investigated further with 
semantic acquisition results of the present research in Chapter 6.  
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Table 5-7     
Rankings of L2 acquisition sequence and L1 teaching sequence pattern and production 
pattern 
Item (with literal  
meaning of the noun) 
Idiomatic translation 
L2  
acquisition
1
 
(N = 96) 
L1 teaching 
sequence
2
 
(n = 95) 
L1 
production
3
 
(n = 92) 
Shàng kè (class) To start class 1 4 3 
Shàng wǎng (net) To surf the web/get online 2 9 3.5 
Shàng bān (work) To go to/start to work 3 2 5 
Shàng xué (school) To go to school 4 3 2 
Shàng chē (car) To get into a car 5.5 1 6 
Shàng lóu (building) To go upstairs 5.5 5 1 
Shàng chuáng (bed) To get into bed 7 6 8 
Shàng diànshì (TV) To be on TV 8 12 10 
Shàng jiē (street) To get onto the street/go out 9 8 15.5 
Shàng chénglǐ (town) To go to town 10 11 11.5 
Shàng chǎng (sports field) To get onto the sports field 11 7 9 
Shàng shì (market) To come into season/(firms) to 
go public 
12 17 18 
Shàng gǎng (mound) To get employed 13 13 15.5 
Shàng cài (dishes) To serve food 14 10 7 
Shàng niánjì (age) To grow old 15 19 13 
Shàng huò (goods) To restock goods 16 16 15.5 
Shàng mǎ (horse) To get on horseback/start (a 
project) 
17 18 19.5 
Shàng guīmó (scale) To increase scale/expand 18 20 19.5 
Shàng tái (stage) To come into power 19.5 14 15.5 
Shàng yào (ointment) To apply ointment 19.5 15 11.5 
Note. 
1
 L2 acquisition sequence of the test items; 
2
 L1 ranking on the teaching sequence of the test items; 
3
 L1 production pattern of the test items. 
 
 
L2 performed the most poorly on to apply ointment: 52 out of 96 L2 participants translated it 
into to take medicine. This poor performance may be due to the absence of the corresponding 
sense of to apply in English verbs describing the motion of moving up. Another reason may 
be the relatively low frequency of the construction used in our daily life.  
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Sensitivity of L2 acquisition to Chinese L1 frequency patterns 
This section looks into how frequency patterns account for the L2 acquisition of the shàng 
constructions considering the frequency effect in the processing of multi-word units (e. g., 
Arnon & Snider, 2010) and L2 acquisition of collocations (e. g., Wolter & Gyllstad, 2013). In 
Chapter 4, three sets of L1 frequency data were obtained: subjective frequency data rated by 
L1 participants based on their daily use of the test items as well as objective frequency data 
of the test items from the Corpus of Chinese Language and the National Broadcast Media 
Language Resources Online. Spearman‘s correlation coefficients were used to compare the 
means of the test items in the L2 acquisition test against L1 frequency data.  
 
Table 5-8     
Correlations (rs) across L2 acquisition and L1 frequency data 
 L2 
acquisition
1
 
L1 subjective 
frequency
2
 
CCL objective 
frequency
3
 
NBM objective 
frequency
4
 
L2 acquisition - .87
**
 .20 .40 
L1 subjective 
frequency 
- - .31 .50
*
 
CCL objective 
frequency 
- - - .87
**
 
Note.
 **
. Correlation is significant at the 0.01 level (2-tailed); 
*
. Correlation is significant at the 0.05 level (2-tailed); 
rs = Spearman‘s rho; 
1 
L2 acquisition sequence of the test items; 
2 
Subjective frequency based on L1 participants‘ rating on of the test items; 
3 
Objective frequency of the test items in the Corpus of Chinese Language; 
4 
Objective frequency of the test items in the National Broadcast Media Language Resources Online.  
 
 
As indicated in Table 5-8, L1 subjective frequency had a very strong and significant relation 
with L2 acquisition sequence, while the objective frequency did not. Table 5-9 demonstrates 
the close approximation of L2 acquisition and L1 subjective frequency in greater detail. The 
four biggest differences were highlighted. Shàng diànshì (to be on TV) was rated low in 
frequency in L1 daily use, but L2 learners seemed to be able to work out the meanings, 
possibly because of the correspondence between Chinese and English expressions. Shàng 
chénglǐ (to go to town) was a similar case that was low in L1 subjective frequency but which 
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L2 learners performed quite well with in their translation task. This may suggest that the 
sense to go to of the verb shàng is acquired relatively early and L1 transfer plays a pivotal 
role in L2 acquisition. 
 
Table 5-9     
Rankings of L2 acquisition and L1 frequency data 
Item (with literal meaning 
of the noun) 
Idiomatic translation 
L2  
acquisition
1
 
(N = 96) 
L1 SF
2
 
(n = 95) 
CCL
OF
3
 
NBM 
OF
4
 
Shàng kè (class) To start class 1 3.5 7 7 
Shàng wǎng (net) To surf the web/get online 2 1 13 3 
Shàng bān (work) To go to/start to work 3 2 3 2 
Shàng xué (school) To go to school 4 7 2 4 
Shàng chē (car) To get into a car 5.5 6 5 6 
Shàng lóu (building) To go upstairs 5.5 5 11 12 
Shàng chuáng (bed) To get into bed 7 3.5 12 15 
Shàng diànshì (TV) To be on TV 8 15 17 13 
Shàng jiē (street) To get onto the street/go out 9 8 10 10 
Shàng chénglǐ (town) To go to town 10 14 20 20 
Shàng chǎng (sports field) To get onto the sports field 11 10 9 9 
Shàng shì (market) To come into season/(firms) 
to go public 
12 12 1 1 
Shàng gǎng (mound) To get employed 13 13 8 8 
Shàng cài (dishes) To serve food 14 9 16 16 
Shàng niánjì (age) To grow old 15 11 15 14 
Shàng huò (goods) To restock goods 16 18 19 18 
Shàng mǎ (horse) To get on horseback/start (a 
project) 
17 20 6 11 
Shàng guīmó (scale) To increase scale/expand 18 19 14 17 
Shàng tái (stage) To come into power 19.5 16 4 5 
Shàng yào (ointment) To apply ointment 19.5 17 18 19 
Note. 
1 
L2 acquisition sequence of the test items; 
2 
Subjective frequency based on L1 participants‘ rating on of the test items; 
3 
Objective frequency of the test items in the Corpus of Chinese Language; 
4 
Objective frequency of the test items in the National Broadcast Media Language Resources Online.  
 
 
With regard to the role of frequency, subjective frequency showed a very strong correlation 
with the acquisition pattern. This indicates that frequency has an indispensable effect on 
lexical construction acquisition. The importance of frequency demonstrated in the present 
thesis confirms the suggestion made in Y. Zhang (2013) about the effect that frequency of 
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occurrence has over L1 and L2 difference. More importantly, it supports the claim in 
Trofimovich et al. (2007) that the L2 lexical acquisition sequence is explicable with 
frequency. As N. C. Ellis (2002a) points out, after frequency effect having been deserted for 
40 years in the field of L2 acquisition, it is now high time to give considerable attention to it 
again.  
 
Regarding to serve food and to grow old, the L2 performance rankings were lower than the 
L1 subjective frequency ratings. The assumption that to serve food is used much more 
frequently by L1 speakers than by L2 learners can be confirmed. A considerable number of 
L2 participants mistook niánjì (age) in the item shàng niánjì for niánjí (school grade) and 
translated it into to get into a higher school grade. This learning difficulty was caused by 
homophones and tones that pose a challenge in Chinese L2 lexical acquisition.  
 
To sum up, a stable and reliable L2 acquisition sequence of the shàng constructions is evident 
in the data. The establishment of the acquisition pattern and the analysis of the possible 
contributing factors constitute a response to the challenge put forward in Rickford (2002) that 
a satisfactory account of variability should establish a systematic patterning followed by 
explanation of the variability in L2 research. The L2 participants‘ lexical proficiency 
indicated in the translation task was predicative of their L2 overall language proficiency. This 
finding demonstrates the pivotal role vocabulary knowledge plays in L2 proficiency. The L2 
acquisition data was also compared with the L1 data reported in Chapter 4. Results of the 
correlation analyses and comparisons suggest that the L2 acquisition pattern approximates the 
L1 production, teaching sequence prototypicality patterns and subjective frequency ratings 
very closely. In contrast, no correlations were found between concreteness or objective 
frequencies and L2 acquisition of the shàng constructions. This result supports the frequency 
effect and prototypicality effect reported in L2 construction acquisition in previous literature 
(N. C. Ellis & Ferreira-Junior, 2009a; Goldberg, 2006). The noticeable discrepancy over 
predictive power of subjective frequency and objective frequency calls for caution in 
oversimplifying the effect of frequency in L2 acquisition. It is also interesting to notice that 
both the Chinese L1 production prototypicality pattern and the subjective frequency pattern 
were particularly more predictive of low proficiency Chinese L2 learners, which is in 
agreement with the findings in Jin (2011).   
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5.5    Chapter Summary and Preliminary Conclusions 
This chapter has examined how the sequence of the shàng-constructions evident in the L2 
participants relates to L2 proficiency and the native speaker baseline data. An implicational 
scaling analysis was carried out to establish that L2 acquisition sequence was a highly 
scalable and reliable pattern. A number of L1 and L2 factors such as L1 prototypicality 
patterns, frequency and concreteness and L2 proficiency were examined for their predictive 
strengths of the observed sequence.  
 
A developmental pattern in the interplay of different potential factors is indicated with the 
growth of L2 proficiency level. Different effects of the Chinese L1 factors on Chinese L2‘s 
acquisition were reported. The well-established L2 acquisition sequence and its correlations 
with the prototypicality patterns indicate with confidence that the set of target shàng 
constructions constituted a systematic mental cognitive structure. As L2 learners progressed 
in their proficiency levels, their knowledge of the constructions also developed accordingly. 
The intuitive power of L1 speakers to identify what will be difficult for learners in L2 
acquisition was supported. L1 production prototypicality pattern, teaching sequence 
prototypicality pattern and subjective frequency were found to be significant factors in 
accounting for the L2 acquisition sequence. Concreteness and L1 corpus-based objective 
frequency do not seem to play any significant role in accounting for the acquisition pattern 
with constructions as lexical units.  
 
Chapter 5 has completed the data analyses of the L2 acquisition sequence of the shàng 
constructions as lexical units. The next step will focus only on the L2 development of the 
polysemous network of the verb shàng as the proficiency level grows. Due to fact that 
different but interconnected senses of the polysemous verb shàng are realised in different 
contexts, it is worthwhile to examine how the polysemous network in usage-based 
constructions is perceived by L1 and L2 participants. Accordingly, the following chapter will 
compare the knowledge of the sense relatedness in the target shàng constructions evident in 
the L2 data with the L1 baseline data.  
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Chapter 6  
Study 3. Sense Relatedness of Shàng (to Go Up) 
 
 
6.1    Overview 
In the previous chapter, an L2 acquisition sequence of the shàng-constructions was 
established. It showed a high level of correlation with L2 proficiency, L1 prototypicality 
patterns and subjective frequency. In this chapter the perceptions of L2 participants as to the 
degree of relatedness between the senses was elicited.  
 
This chapter reports on a descriptive, cross-sectional study that examines the senses of shàng 
at the conceptual level and the sense relatedness perceived by L1 and L2 participants at 
different proficiency levels. Following the overview in Section 6.1, Section 6.2 explains and 
describes the items produced by L1 speakers and presents conceptual and semantic analyses 
of the test items that may play a role in sense clustering. In Section 6.3 the semantic maps of 
sense relatedness of shàng in the constructions produced by the L1 and L2 participants are 
analysed and compared. Section 6.4 summarises the chapter and draws some conclusions for 
this stage of the research. 
 
6.2    Conceptual and Semantic Analysis of the Test Items 
As discussed in Chapter 2, polysemy involves connections between the related senses of a 
single form. In order to compare the sense relatedness of shàng perceived by L1 and L2 
speakers, the target shàng in the items are first analysed and explained to establish the basis 
for further analysis in the perception of sense relatedness. The corresponding conceptual 
metaphors of UP in English are particularly referred to in the analysis. 
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Table 6-1     
Frequency of shàng constructions produced by L1 participants (n = 92) 
      Rank 
 
Item (with literal  
meaning of the noun) 
Idiomatic translation 
CL1 production 
frequency 
1 Shàng lóu (building) To go upstairs  60 
2 Shàng xué (school) To go to school  43 
3 Shàng wǎng (net) To surf the web/get online 42 
4 
5 
Shàng kè (class) 
Shàng bān (work) 
To start class 
To go to/start to work 
32 
30 
6 Shàng chē (car) To get into a car 26 
7 Shàng cài (dishes) To serve food 20 
8 Shàng chuáng (bed) To get into bed 16 
9 Shàng chǎng (sports field) To get onto the sports field 12 
10 Shàng diànshì (TV) To be on TV 6 
11 Shàng yào (ointment) To apply ointment 5 
12 Shàng chénglǐ (town) To go to town 5 
13 
14 
Shàng jiē (street) 
Shàng gǎng (mound)  
To get onto the street/go out 
To get employed 
4 
4 
15 Shàng tái (stage)  To come into power 4 
16 Shàng huò (goods) To restock goods 4 
17 Shàng niánjì (age) To grow old 4 
18 Shàng shì (market) To come into season/(firms) 
to go public 
3 
19 Shàng mǎ (horse) To get on horseback/start (a 
project) 
2 
20 Shàng guīmó (scale) To increase scale/expand 2 
    
   Total   324 
 
 
 
The 20 shàng constructions obtained in Chapter 4 are presented in Table 6-1 (originally 
presented Table 4-2). Shàng can be used both as a transitive verb such as shàng cài (to serve 
dishes) and as an intransitive verb, for instance, shàng niánjì (literally age goes up and 
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idiomatically means to grow old). The items are divided into two groups according to the 
frequency of production. Group I consists of nine items that have two-digit frequencies while 
Group II includes the remaining 11 items with one-digit frequencies. In Group I, the most 
frequently produced item is to go upstairs, where shàng is presumably used in its most 
concrete and basic sense: to move physically from a lower level to a higher level. This is 
consistent with the finding in Shirai (1990) that the most prototypical sense from free 
elicitation is usually the physical and concrete sense. The items following it, to go to school, 
to go to/start to work, to surf the web/get online and to start class, are all our daily activities, 
especially to most of the L1 participants who are students and office workers with ages 
ranging from 21 to 50.   
 
Shàng in the three items to go to school/start schooling, to go to/start to work and to go to 
class/start class all have the sense of to go to a place and/or start a state or an activity. The 
sense of to go to a place can also be found in to go to town, and the sense of to start a state or 
an activity is shared in some constructions such as to get employed, to come into power, to 
come into season and to start a project in Group II. According to the model of semantic 
change proposed by Traugott and Dasher (2002), shàng may have only recently generalised 
the to initiate inference. Shàng in all the latter four items shares the sense of to activate a 
state. The metaphor SHÀNG IS ACTIVATION is an instance of the conceptual metaphor ACTIVE 
IS UP (Lakoff & Johnson, 1980a; Lindstromberg, 2010) in expressions like wake up and set 
up.  
 
The last few items in Group I have concrete meanings. In to get into a car, shàng may also 
share the meaning of to go from a lower level to a higher level. However, shàng is also used 
when one gets in a lift, where the floor is at the same level as the person originally stands, or 
when one boards a small boat which is usually lower than the dock. Therefore, the focus of 
shàng in this case is to get onto a supportive surface, which is also an enclosed space with a 
well-defined boundary. The sense to get onto a bounded (supportive) surface applies to to 
bring food onto the table/serve food, to get into bed, to get onto the sports field, to get inside 
a town/go to a town from the countryside and to get onto the street/go out.  
 
In to get inside a town, the ―insideness‖ may sound unusual to English L1 speakers. This 
expression comes from the fact that all Chinese towns used to be enclosed within city walls 
with few entrances. The entrances were closed at night time and during war time to fend off 
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possible invaders. Additionally, since most noble families resided in towns, getting inside a 
town also indicated going to a more prestigious place. Similarly, in the aforementioned shàng 
cài (to serve food in a restaurant), it also suggests the humbleness of the waiter and the higher 
status of the customers. This is in line with other usages like shàng chá (to serve tea) and 
shàng zuò (the prestigious seat), although in the latter case shàng is used as an adjective. The 
conceptual metaphor is more identifiable if xià, the opposite of shàng, is considered. Xià (to 
go down) may imply the inferiority of a referent. If a communist cadre or an intellectual goes 
to the countryside to check the work of the local government or stay with the farmers, the 
expression xià xiāng (to go to the countryside) is used. The Chinese shàng seems to share the 
same conceptual UP metaphor in English: SUPERIORITY/HIGHER STATUS IS UP (Kövecses, 
1986; Lindstromberg, 2010; Tyler & Evans, 2003).   
 
In to be on TV, pictures and films seem to be attached to the display of the TV set (a relation 
addressed as "contiguity" in Y. Zhang, 2013). In the next item, to apply ointment, a person 
needs to physically apply a layer of ointment onto the surface of the skin. This also has the 
idea of attachment. In cases where shàng is used as a postposition, the attachment sense is 
also very prominent such as in zài qiáng shàng (to be on the wall), zài tiānhuābǎn shàng (on 
the ceiling) and zài xiédǐ shàng (on the sole). A number of linguists (e.g., Gibbs, Beitel, 
Harrington, & Sanders, 1994; Scott, 1989) consider this relationship to be a special 
supportive and contact case, although a distinction is also made by some other linguists (e.g., 
Cienki, 1989).  
 
The present researcher suggests that an independent relationship should be defined for cases 
like this for the following reasons. First of all, a supportive relationship indicates an object is 
on a surface and gets support from it to counteract gravity, such as a cup is on the table. 
However, in cases of to be on TV and to apply ointment, there is no force counteracting 
gravity. It is noted that relations of support and attachment are expressed by different words 
in many languages (Bowerman, 1996; Levinson & Meira, 2003; Levinson & Wilkins, 2006). 
The attachment relation in Chinese, documented by a number of linguists (Cheng, 2000; Chu, 
2010; Gou, 2004; Scott, 1989; Teng, 1977; Wang, 2011; Y. Zhang, 2013), may be worthy of 
more attention than it has received thus far. Both in English and Chinese, an object can be on 
the ceiling or on the sole, where the attachment relation seems more significant than the 
support relation. It is also noted that shàng, when used as a verb, can indicate the action of 
attaching one object onto something else. For example, in instances such as shàng yào (to 
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apply ointment), shàng indicates to apply the focal object onto the surface of the reference 
object. In shàng luósī (to screw nuts on), the verb shàng indicates to attach the focal object 
(the nuts) onto the reference object (the machine). In situations where shàng is used after a 
verb in verb-resultative constructions, it is well-accepted that shàng exhibits a range of 
related but different senses. In the construction pá shàng shān (to climb up the mountain), for 
instance, the shàng is both directional and indicative of the achievement after some efforts. In 
the constructions such as chī shàng fàn (to have managed to have food to fill up the stomach) 
and kǎo shàng dàxué (to be admitted into a university), the shàngs not only indicate the 
commencement of a new preferable situation but also implies the sense of achievement, and 
the honour of achievement will be attached to the person and last for some time. In 
describing emotions, the shàng in ài shàng tā (to fall in love with him), for instance, indicates 
the emotional attachment has just started and the state will continue. Accordingly, an image 
schema for the attachment SHÀNG is proposed as shown in Figure 6-1. 
 
 
 
Figure 6-1    The attachment relation of SHÀNG with the trajector (TR) attached to the 
landmark (LM) 
 
Additionally, as noted in previous literature (Scott, 1989; Teng, 1977), xià (to go down), the 
opposite of shàng (but see Lindner, 1982), implies the detachment of the focal object from 
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the landmark. Regarding the same pair of items shàng and xià used as verbs, Link (2013) 
indicated that shàng suggests ―determinacy (or formality)‖ (p. 116) in instances such as 
shàng bān (to go to/start to work), shàng kè (to start class) and shàng tái (to come into 
power). The opposite xià suggests ―flexibility or informality‖ (p. 116) in instances such as xià 
bān (to go off duty), xià kè (to finish class) and xià tái (to fall out of power). It seems that the 
determinacy of shàng and flexibility of xià are respective extensions of attachment and 
detachment relations (with the image schema of XIÀ illustrated in Figure 6-2). Teng (1977) 
named this shàng relationship as contact and the opposite of this relationship xià as 
dissociation, while Chu (2010) and Wang (2011) used the term attachment and detachment. 
The present researcher suggests that these two extensions are termed as to attach/commit for 
shàng and to detach/decommit for xià to correspond to the relational schemas indicated in 
Figure 6-1 and Figure 6-2. It is noted that Chinese is not so different from English in the 
sense of physical and emotional attachment. In English, the emotional 
attachment/commitment can take place between mother and child, man and woman, people 
towards an object. This relation in both languages is an extension of the physical attachment 
sense of shàng and up. Therefore, the present researcher holds that the attachment relation is 
worth more attention than it currently receives and it is reasonable for the verb shàng to have 
a corresponding attachment sense, although it is not the focus of the thesis. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 6-2    The detachment relation of XIÀ (to go down) with the trajector (TR) detached 
from the landmark (LM) 
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In another regard, using the example to be on TV again, TV represents public media, and 
shàng in this case indicates going from being unknown to becoming public. Similar cases are 
also used in to be in a newspaper, to be on a magazine cover, to be on the honorary list, to be 
on the black list/wanted list. The similar use of up in English has also been discussed in the 
literature. Lindstromberg (2010) argues that if something rises up from the ground, it is more 
visible and more accessible to the observer. From this embodied experience, he concludes 
that UP is visibility and hence metaphorically PUBLICITY IS UP. 
 
The last few items in Group II are quite low in production frequency and almost all of the 
items use abstract and metaphorical senses of shàng. Shàng gǎng (literal sense: to get onto a 
mound/metaphorical sense: to get employed), shàng tái (to get on the stage/come into power) 
and shàng mǎ (to get on horseback/start) all have literal meanings and idiomatic meanings to 
start a new state or to activate a state. Shàng gǎng indicates the person concerned starts to be 
active on the working post. Shàng tái literally refers to an opera singer stepping on stage to 
perform and therefore becoming the focus of attention. When politicians start to rule a 
country, they get on the stage like opera actors and actresses. It accords to the conceptual 
metaphor in Chinese LIFE IS PERFORMING IN AN OPERA identified in Liu (2002) and 
supported by Link (2013). It also clearly indicates that the second sense to come into power is 
the metaphorical extension of the first sense to get on the stage, possibly because leaders 
often give a speech on a raised platform, and the platform, being higher than the audience and 
the focus of attention, has developed the connotation of having overwhelming power. This 
metaphorical extension is in line with the claims that ―superiority/a higher status is up‖ 
(Altenberg & Granger, 2002; Kövecses, 1986; Lindstromberg, 2010; Tyler & Evans, 2003) 
and ―superiority is usually correlated with physical elevation in English‖ (Tyler & Evans, 
2003). Shàng mǎ, literally to get on horseback, metaphorically means a big project finally 
gets started with a lot of efforts involved. This metaphor vividly describes how after someone 
mounts a horse, the person is much higher than average people. Accordingly, s/he becomes 
the focus of their attention and is ready to take off at a very high speed.   
 
For the item to restock goods, more goods are imagined as being placed physically higher on 
the shelf and hence shàng indicates a larger amount. The Chinese expression shàng guīmó 
matches very well with the English expression to increase scale in that they share the same 
underlying conceptual metaphor MORE IS UP. The years can also pile up as one grows old and 
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hence the expression shàng niánjì (to grow old). The sense of shàng in shàng niánjì is also 
consistent with the sense when shàng is used as an adjective: When talking about time, shàng 
indicates something happens first while the opposite xià refers to something that happens 
later (Scott, 1989). Some examples are given in the following: 
 
  shàng wǔ (shàng noon): morning 
  xià wǔ (xià noon): afternoon 
  shàng xīngqī (shàng week): last week 
  xià xīngqī (xià week): next week 
 
As Kövecses (2005) claims, there are universal metaphors as well as cultural-specific ones. 
The metaphor that AN EARLIER TIME IS UP (Lan, 2002; Scott, 1989) seems to be a 
predominantly Chinese culture-specific concept (but see discussion in Section 3.4.1). The 
following conceptual metaphors examined in previous literature also exist in Chinese: 
 
  A SUPERIORITY/HIGHER STATUS IS UP (Altenberg & Granger, 2002; Kövecses, 
1986; Lindstromberg, 2010; Tyler & Evans, 2003). 
  PUBLICITY IS UP (Lindstromberg, 2010) . 
  ACTIVE IS UP (Boers, 1996; Lakoff & Johnson, 1980b). 
  MORE IS UP (Lakoff & Johnson, 1980b). 
 
These conceptual metaphors seem existent in both English and Chinese. In the context of the 
current research, the following questions arise from these observations. Are these conceptual 
metaphors reflected in the L1 and L2‘s perception of the sense relatedness of shàng? To what 
extent do these conceptual metaphors help to organise different senses? How does L2 
learner‘s knowledge of sense relatedness of shàng develop as proficiency levels grow in 
relation to L1 knowledge of sense relatedness? In order to find answers to these questions, a 
card sorting task was administered to the L1 and L2 participants, which is reported in Section 
6.3. 
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6.3    Card Sorting Task 
6.3.1    Introduction 
This section reports a card sorting task that elicits perception of sense relatedness by the L1 
and L2 participants. As part of lexical network knowledge, the knowledge of sense 
relatedness is another component of vocabulary knowledge (Aitchison, 2012; Crossley et al., 
2010; Haastrup & Henriksen, 2000; Jarvis & Daller, 2013; Schmitt, 1998). This part of the 
study is based on the hypotheses that the senses of shàng are interrelated in the test items and 
L2 proficiency may play a role in structuring the patterns of each group; therefore language 
level is identified as one independent variable. The section answers the following research 
questions: 
 
(1) How is the relatedness of shàng senses in the target shàng constructions perceived by 
L1 speakers? 
(2) How is the sense relatedness of shàng perceived by L2 learners of different 
proficiency levels?  
(3) How is L2 knowledge of the sense relatedness different from that of the L1 speakers? 
 
6.3.2    Method 
Research design  
The purpose of the card sorting task was to elicit knowledge of sense relations by L2 users 
across different proficiency levels. L1 and L2 participant were given 20 shàng constructions, 
each on an individual card, and asked to group similar senses of shàng by piling them 
together. L2 participants were divided into three proficiency groups. Multidimensional 
Scaling was used to analyse data and patterns produced by L1 and L2 participants of different 
proficiency levels were described and compared.  
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Test instrument 
A card sorting task was used in which participants were asked to put similar uses into the 
same pile. Card sorting is a method to examine mental lexicon developed by Miller (1969) 
and used to approach polysemous senses in the famous breken (to break) study in Kellerman 
(1978). In Kellerman (1978), sentences containing different senses of breken were typed on 
different cards and participants were instructed to pile the test items according to similarity of 
meaning. The number of piles and the number of cards in each pile were completely up to the 
participants. ―The higher the number [of times two items are piled together], the greater the 
subjects adjudged the similarity of meaning‖ (Kellerman, 1978, p. 74). Card sorting is 
considered both highly reliable and cognitively more demanding than rating tasks (Haastrup 
& Henriksen, 2000; Raukko, 2003) as well as entertaining (Kellerman, 1978, 1979b) as 
participants attempt to find relations across different items. Considering some L2 participants 
might not be able to understand all of the target shàng constructions, the Chinese script, 
Romanised Chinese pinyin, word-for-word and idiomatic English translations were included 
on each card. The researcher translated the Chinese sentences into idiomatic English. As 
stated in Chapter 4, the translations were translated back from English to Chinese by a 
Chinese colleague who was not familiar with the research and her translations were in 
complete agreement with the researcher‘s original Chinese-English translations.  
 
Participants and data collection 
The L1 data was collected in Beijing, China. L1 participants (n = 43) participated in the card 
sorting task. As indicated in Table 6-2, the candidates were mostly full-time students and full-
time office workers, their ages ranging from 25 to 50. They all had some university 
education. 
 
The data collection procedure followed the standard procedure as detailed in Section 4.3. The 
researcher then distributed a pile of 20 cards, on each of which was printed one of the 
sentences with the shàng constructions. The participants were asked to put the cards with 
similar senses of shàng into the same pile. Both oral and written Chinese instructions were 
given, highlighting ―[t]he number of piles and the numbers of cards in one pile are 
completely up to you. There are no right or wrong answers‖. The L2 participants were the 
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same group who participated in the study of Chapter 5 (see Section 5.3.3 for their 
demographics). The researcher met the L2 participants of English L1 either individually or in 
groups of no more than six participants in her office. After they finished the HSK test and the 
translation test, they were instructed to complete the card sorting task with both oral and 
written instructions in English. The written instructions were translated into English to make 
sure they fully understood them.  
 
Table 6-2     
Demographics of L1 participants in the card sorting task (n = 43) 
 N (Number of participants) Percentage 
Gender   
Male 23 53 
Female 20 47 
Age range   
21 to 30 36 84 
31 to 40 7 16 
41 to 50 0 0 
Education   
High school diploma 0 0 
Undergraduate student 0 0 
Bachelor‘s Degree 26 60 
Master‘s Degree 17 40 
Doctor‘s Degree 0 0 
Years of English education    
9 to 10 years 8 19 
≥ 11 years 35 81 
Full-time students 31 72 
Full-time office workers 12 28 
   
Total 43 100% 
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6.3.3    Results  
Internal consistency  
The L2 participants were divided into three proficiency groups based on their performance in 
the previous HSK and translation task: the lower proficiency group, the medium proficiency 
group and the upper proficiency group (see Section 5.4.2 for details). L1 data and all learner 
groups‘ data were first of all checked for their internal consistency.  
 
 
Figure 6-3    L1 card sorting data matrix for sense relatedness for the shàng constructions  
 
Card sorting results for each individual were analysed as follows in reference to Kellerman 
(1978). Scores in the form of binary data, 0 or 1, were entered in the cross-section cells of the 
rows and the columns: For any pair of items that were grouped in the same pile, a ―1‖ was 
entered at their cross-section cell, including the cell where the same items met. For any pair 
of items that were not grouped in the same pile, a ―0‖ was entered at their cross-section cell. 
The data set by L1 participants was prepared first. The 20 target shàng constructions were 
entered in the first row. In the first column, 20 target shàng constructions were entered in 20 
rows for each participant. Each participant‘s data took the form of a triangle, as indicated in 
Figure 6-3. The other half of the triangle was then filled in the same way, resulting in each 
Participant Item get online get reemployed start class apply ointment restock goods 
1 get online           
1 get reemployed 1 
    
1 start class 0 0 
   
1 apply ointment 0 0 0 
  
1 restock goods 0 0 0 1 
 
1 serve dishes 0 0 0 1 1 
1 go to school 0 0 0 0 0 
1 start a project 0 0 0 0 0 
1 get into a car 0 0 0 0 0 
1 get onto stage 0 0 0 0 0 
1 get onto sports field 0 0 0 0 0 
1 go to town 0 0 0 0 0 
1 go upstairs 0 0 0 0 0 
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participant‘s data taking the form of a rectangular matrix, as shown in Figure 6-4. The 
rectangular matrix was copied to SPSS for a reliability analysis. The same steps were 
repeated for all of the three learner groups. 
 
All groups of card sorting data were found to be reliable: for 43 L1 participants, Cronbach‘s α 
= .60; for 28 L2 lower level participants, Cronbach‘s α = .62; for 34 L2 medium level group, 
Cronbach‘s α = .70; and for 34 L2 upper level group, Cronbach‘s α = .73. The internal 
consistencies were acceptable (Kline, 2013). After the data was proved internally consistent 
and reliable, a correlation analysis was conducted.  
 
 
Participant Item get online get reemployed start class apply ointment restock goods 
1 get online 1 1 0 0 0 
1 get reemployed 1 1 0 0 0 
1 start class 0 0 1 0 0 
1 apply ointment 0 0 0 1 1 
1 restock goods  0 0 0 1 1 
1 serve dishes  0 0 0 1 1 
1 go to school 0 0 0 0 0 
1 start a project 0 0 0 0 0 
1 get into a car 0 0 0 0 0 
1 get onto stage 0 0 0 0 0 
1 get onto sports field 0 0 0 0 0 
1 go to town 0 0 0 0 0 
1 go upstairs  0 0 0 0 0 
 
Figure 6-4    L1 card sorting data matrix prepared for reliability analysis 
 
Correlation analysis 
Correlation analysis was undertaken to compare L2 groups‘ card sorting data with L1 data. 
Sums and means for each cell in Figure 6-3 for all L1 participants were calculated. The same 
steps were carried out for the three L2 groups. The correlation analysis for averages of the 
groups was carried out. As the results in Table 6-3 demonstrate, the average values for all 
groups correlated significantly. The most interesting values can be found in the first line 
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showing an upward tendency in correlations between L2 groups and L1 group as the L2 
proficiency level grows.  
 
Table 6-3     
Correlations (r) across participant groups in card sorting tasks 
                                                      
L1  
(n = 43)                                 
L2 upper 
 
(n = 34)
L2 medium
 
(n = 34) 
L2 lower
 
(n = 28) 
L2 total
   
(N = 96) 
L1 -- .73
**
 .59
**
 .49
**
 .66
**
 
L2 upper -- -- .81
**
 .72
**
 .93
**
 
L2 medium -- -- -- .72
**
 .92
**
 
L2 lower -- -- -- -- .89
**
 
 
Note. r = Pearson's correlation 
 
Multidimensional Scaling  
Scree plot tests  
In order to identify the patterns of sense relatedness, Multidimensional Scaling (MDS) was 
used to analyse distance or similarity matrix (StatSoft, 2013). As a well-established 
mathematical model, MDS renders quantitative data into visualised representation as 
distances in multidimensional space. In linguistic studies, MDS is particularly popular in 
semantic categorical studies, rendering semantic proximity in the form of spatial distance 
(e.g., Borg, Groenen, & Mair, 2013; Clancy, 2006; Croft & Poole, 2008; Levinson, 2006; 
Majid, Bowerman, Van Staden, & Boster, 2007; Sullivan, 2014). In the scatterplot patterns 
produced, orientations of the axes are arbitrary and can be rotated in any needed direction 
(StatSoft, 2013). Physical layout of data in produced graphs can be assigned with or without 
meaningful axes (e.g., Clancy, 2006). 
 
The number of dimensions must be decided. The number of dimensions depends on the 
number of underlying factors in grouping the target constructions. In card sorting tasks where 
participants are completely free in determining the number of piles and the number of cards 
in each pile, the number of dimensions is expected to be many. Theoretically the more 
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dimensions there are, the more accurate the results are. However, an exhaustive factor 
analysis would be unnecessarily tedious in presentation and impossible to report. There is 
usually an optimal number of dimensions, with which the number of major underlying factors 
contributing to the variance of data can be detected. In order to find the optimal number of 
dimensions, a scree plot test was undertaken for the L1 and L2 proficiency groups. The name 
scree comes from the resultant graphs, as demonstrated in Figure 6-5 to Figure 6-8, that look 
like a steep mountain on the left and the mountain levels off in a pile of scree at the bottom 
(Field, 2009). According to Cattell (1966) (quoted in Field, 2009), the cut-off point to select 
the number of factors is at the inflection point where the curve starts to change the dropping 
orientation. The number of scree plots to the left of, but not inclusive of the inflection point 
(as indicated in Figure 6-5 to Figure 6-8) is the number of factors worthy of investigation. As 
demonstrated in Figure 6-5 to Figure 6-8, two dimensions are the optimal number for L1 
participants, L2 lower and L2 upper groups while three dimensions are optimal for L2 
medium group. In order to make the MDS analysis consistent, two-dimensional MDS 
analyses were conducted for all of the four groups.  
 
 
Figure 6-5    Scree plot for L1 participants in the card sorting task 
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Figure 6-6    Scree plot for L2 lower participants in the card sorting task 
 
 
Figure 6-7    Scree plot for L2 upper participants in the card sorting task 
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Figure 6-8    Scree plot for L2 medium participants in the card sorting task 
 
Clustering analysis 
This section reports the procedure and results of clustering analysis with MDS in the program 
Statistica. First of all, the most salient clusters were identified with k-means. Then the 
arrangement of the target constructions by participants and their relations to each other were 
produced and illustrated in scatterplots. The identified clusters were defined in circles so that 
L1 and L2 patterns could be visualised and compared.  
 
In order to compare the clusters of the L1 and L2 proficiency level groups, the most salient 
clusters using k-means were to be identified using k-means. K-means is a technique that 
defines a large quantity of data into a small number of clusters. MDS in the program 
Statistica was chosen in the present study for its comprehensiveness in data management, 
data visualization and clustering analysis (Hill & Lewicki, 2007). It should be noted that one 
construction, to start a project, was eliminated from the project results and was not included 
in the subsequent analyses. To start a project was found to cluster with to get onto market 
and to restock goods senses because the example sentence used in the sorting task involved 
starting a business, rather than another kind of project. Early assessments with the scree plot 
and MDS analysis showed that this sense was creating an irrelevant third dimension related to 
business activities, and drastically reducing the variance explained by low-dimensional 
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models. To improve the fit of the data to the model, this sense and all of its related data were 
eliminated.  
 
The far left column in Figure 6-4 was deleted so that MDS in Statistica could read them. The 
number of clusters, like the number of dimensions in the abovementioned factor analysis, 
needed to be fed into Statistica for the MDS analysis. Likewise, the elbow test was conducted 
to identify the best number of clusters for each set of results. The elbow test, as shown in 
Figure 6-9, is named after human elbows. The turning points indicate the possible number of 
clusters that optimally represent the data. For the L1 participants and for L2 upper, four 
clusters seemed optimal. The big ―elbow‖ circled in orange is shown in the four figures. For 
the medium group in Figure 6-11 and the lower group in Figure 6-12, the ―elbows‖ instead 
appear at three clusters. Therefore, in the following graphs, four clusters are outlined in black 
for the L1 group and for the L2 upper group, and instead three clusters are outlined for 
medium learner and lower groups. In addition, for all four groups, the data is broken down 
into seven clusters since a slight ―elbow‖ circled in blue is visible at seven clusters for all 
four groups (as illustrated in Figures 6-9 to 6-12). More importantly, the seven-cluster 
analysis allows the data from the four groups to be compared when it is broken down into the 
same number of clusters for each group, and allows for more detailed relationships to be 
visible than are apparent in only three or four clusters. These seven smaller clusters are 
outlined in grey. To avoid confusion between these two sets of clusters, the three of four 
black-outlined clusters will be termed the clusters, and the seven grey-outlined clusters will 
be called subclusters in Figures 6-13 to 6-16.  
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Figure 6-9    Graph of L1 results showing the variance explained by each additional cluster, 
with the ―elbows‖ circled  
 
 
 
 
 
Figure 6-10    Graph of L2 upper results showing the variance explained by each additional 
cluster, with the ―elbows‖ circled 
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Figure 6-11    Graph of L2 medium results showing the variance explained by each additional 
cluster, with the ―elbows‖ circled 
 
 
 
 
Figure 6-12    Graph of L2 lower results showing the variance explained by each additional 
cluster, with the ―elbows‖ circled 
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The MDS produced the semantic map of the shàng constructions by L1 participants in the 
form of scatterplots. The positions of the test items are indicated quite clearly and the clusters 
well defined, as presented in Figure 6-13. This map demonstrates how L1 participants relate 
and store different senses of shàng in the target constructions. The overall impression is that 
the pattern takes the similar shape of a horseshoe like the one in Clancy (2006).  
The clusters by L1 seem to be based on concreteness, function, frequency and transitivity. In 
the large black cluster in the upper right corner lie all the concrete constructions. The most 
basic concrete sense of shàng is in the construction to go upstairs and the constructions 
around it are all concrete senses. Two subcategories are indicated in the two grey subclusters: 
to go upstairs, to get into bed and to get into a car are in one subcluster where shàng means 
to get onto a supportive platform in which mostly vertical and partly horizontal motion is 
involved. To get onto sports field, to go to town and to get onto the street/go out are in the 
other subcluster where shàng means to go to a place and only horizontal forward motion is 
involved. This result supports the first three steps of sense extensions in the pattern by Su and 
Liu (1999) (see Section 3.3.2).  
 
Right under the concrete cluster is the cluster of to go to/start class, to go to school and to go 
to/start to work. The connection between concrete senses and this cluster seems very close. 
One reason for this may be that the senses to go to a place and to start something are 
sequentially connected. The second reason may be that the three expressions are frequent 
daily activities for most participants. This interpretation is based on the function and 
frequency of the target constructions.  
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Figure 6-13    Semantic map of L1 data with optimal 4 clusters in black, and 7 subclusters in 
grey (n = 43) 
 
In the upper left corner all metaphoric expressions gather in the big black cluster and 
therefore metaphoricity may be regarded as the grouping criterion. It is highly possible that 
the metaphorical sense of shàng in this cluster, to activate a new state may originate from to 
get onto a supportive platform and then to become visible and/or active. In the first grey 
cluster from the very left, to grow old and to increase scale may be connected by the 
conceptual metaphor MORE IS UP, which seems universal across English and Chinese. In the 
middle grey cluster, the sense of shàng in the four constructions to come into power, to get 
onto a mound/get employed, to come into season/(for firms) to go public share the 
metaphorical senses to become visible/available and to activate a new state with the 
underlying metaphor ACTIVE IS UP. Although in the past few years the internet has become 
more influential, television has remained the dominant media in China since the 1980s. 
Television is a symbol of political power to L1 speakers, probably because television serves 
as a propaganda tool of the central and local governments as well as a public media from 
which important news and policies are released. Furthermore because of this reason, TV is 
strongly connected with publicity and the term propaganda itself remains a neutral term in 
China synonymous with publicity. Reporting scandals on TV is termed as bào guāng (to 
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expose to light) so that the average citizens can have access to information about these issues. 
This specific L1 cultural background knowledge may pose a challenge to L2 understanding 
of the constructions. Although internet is also a public media, it is still not grouped in the 
same subcluster with to be on TV. To surf the web/get online is relatively far from other 
items, which indicates that little connection is perceived between the sense of shàng in to surf 
the web/get online and other items. This may be because this expression is literally translated 
from English and incorporated with the existent senses of shàng.  
 
In the last black cluster in the lower left corner, there are to restock goods, to apply ointment 
and to serve dishes. It is difficult to identify the semantic or conceptual connection across 
these items. The connection may lie in the lexical category of shàng: The three shàngs all 
function as a transitive verb followed by the objects in all of the three constructions. This 
provides evidence for the claim that grammatical function is an important factor that 
structures the groupings of L1 participants.  
 
To sum up, in the semantic map of L1 card sorting, clearly bounded clusters were produced 
as well as connections identified across the clusters. Concreteness seems to play an important 
role in grouping, although it cannot be claimed to constitute an axis in the semantic map. 
Sense extension starts from the most concrete ones, to go up, to get onto a supportive 
platform and to go to a place. Therefore shàng can mean to move closer to the 
target/destination and this accords with the use of shàng in a resultative construction (Lan, 
1999). From the sense to get onto a supportive platform, the senses to activate and to become 
public may have developed. Transitivity is another possible underlying factor for L1 
participants and transitive items make an independent cluster. It seems the high status 
implication of shàng did not play any significant role in clustering the items since the three 
constructions with the concept HIGHER STATUS IS UP as to go to town, to serve food and to 
come into power were not clustered together.  
 
In the following steps, L2 participants‘ card sorting results are presented in semantic maps 
and comparisons made both across L2 groups and with the L1 semantic map.  
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Semantic maps by the L2 proficiency groups 
Regarding L2 card sorting data, the scatterplots of the three L2 proficiency levels were 
produced individually to investigate their understanding of the sense relations. The three 
scatterplots were rotated many times to seek out the best perspective of presentation for ease 
of comparison with the L1 scatterplot as well as across the three patterns.  
 
The semantic maps by L2 lower, medium and upper levels are presented respectively in 
Figure 6-14, Figure 6-15 and Figure 6-16. The first impression is that as the proficiency level 
grows, the L2 participants‘ clustering patterns become more neat and well-patterned and 
increasingly approximate the L1 map. The cluster and subclusters by the L2 lower level in 
Figure 6-14 are very stretched out and some of them are intersecting. For instance, the two 
items to serve dishes and to apply ointment are in two different black-outlined clusters but in 
the same grey-outlined subclusters. A similar situation is observed in the semantic map of the 
L2 medium level in Figure 6-15: To be on TV and to surf the web/get online belong to 
different clusters but the same subcluster. It seems that, within the L2 lower group and the 
medium group, participants have a lot of disagreement within each group and remain 
indecisive and confused. By contrast, the semantic map by the L2 upper group in Figure 6-16 
is quite neatly patterned. One possible underlying explication to the changes is that beginners 
as a group may make a larger variety of associations and assumptions about the target 
language and as they progress, they develop a clearer awareness of the target language and 
reach a better agreement on the lexical network. Also, the L2 upper map seems to 
approximate the L1 map best.  
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Figure 6-14    Semantic map by L2 lower group with optimal 3 clusters in black, and 7 
subclusters in grey (n = 28) 
 
 
With a closer observation of the three L2 semantic maps, four major commonalities are 
observed both with L1 and within themselves. The first one is that concreteness may also 
play a significant role in L2 clustering of senses and their knowledge of sense relatedness. In 
the upper part of the L2 medium map and L2 upper map, there is the clustering of the 
concrete senses, although the two exceptions to go upstairs and to go to town by L2 lower in 
Figure 6-14 are also observed. In the map of the L2 lower group (Figure 6-14), to go upstairs 
stays quite far away from other concrete senses and is only clustered together with the 
concrete sense to go to town, although it shows the most concrete sense of shàng. What 
seems also very unusual is the location of to surf the web/get online and to get onto market 
/go public in the concrete sense cluster. The L2 medium and upper groups seem to be 
increasingly consistent with L1 participants in establishing the cluster of concrete senses. In 
this regard, concreteness could be one axis in the semantic maps, but the other axis is still yet 
to be defined.  
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Figure 6-15    Semantic map by L2 medium group with optimal 3 clusters in black, and 7 
subclusters in grey (n = 34) 
 
 
Figure 6-16    Semantic map by L2 upper group with optimal 4 clusters in black, and 7 
subclusters in grey (n = 34) 
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The second commonality in the semantic maps is that the three constructions to start class, to 
go to school and to go to/start to work constitute well-bounded clusters in all four maps, all 
located in the lower right part. The full agreement suggests that the three shàngs in the three 
constructions very possibly have the same sense. The third common clustering that L1 and L2 
groups share is the grouping together of to grow old and to increase scale. As previously 
addressed, this pattern is possibly due to the underlying conceptual metaphor MORE IS UP, 
which seems present in both Chinese and English language. Due to this same metaphor, L2 
groups also clustered the construction to restock goods together with these two constructions 
but not the L1 group. In contrast to L1 participants, transitivity seemed to have more 
influence and they clustered it with two other transitive constructions, shàng in to apply 
ointment and to serve dishes. The L2 learners might also have some awareness of transitivity 
in clustering to apply ointment, to serve dishes and to restock goods into different 
combinations of clusters.  
 
It seems the conceptual metaphor HIGHER STATUS IS UP does not act as a clustering criterion 
for either L1or L2 in this research. To go to town and to serve dishes were rarely clustered 
together. The reason might be that the hierarchical connotation in to go to town is outpowered 
by the image schema of forward motion movement to such an extent that it is hardly 
perceptible. 
 
Comparison of the semantic maps may suggest a developmental pattern from the lower to the 
higher L2 proficiency levels. One piece of evidence might lie in the metaphorical subcluster 
ACTIVE IS UP in the L1 map indicating to become visible/available and to activate a new state, 
which shows a developmental pattern from the L2 lower to the L2 upper towards the L1 map. 
This subcluster in the L1 map involves to come into power, to get onto a mound/get employed 
and to come onto market/(for firms) to go public. The L2 lower group clustered only the first 
two constructions together and the L2 medium group put all of the three items in one big 
cluster, while the L2 upper level, like the L1 speakers, grouped them into one subcluster. In 
regard to the conceptual metaphor PUBLICITY IS UP as suggested in to be on TV and the 
abovementioned three constructions, only the L1 group and L2 upper group clustered them 
into one. This presents evidence that the awareness of sense relatedness grows towards the 
knowledge of L1 speakers as the L2 participants‘ proficiency progresses.  
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The biggest observed discrepancy between L1 and L2 maps, as expected, lies in how the 
connection between power and TV is perceived differently. A very strong connection is 
observed between to come into power and to be on TV in the L1 semantic map clustering 
them together. As a contrast, no connection at all is built between the two constructions in 
either the L2 lower or the medium groups‘ maps. In the L2 upper map, the two constructions 
are located in the big cluster but not in the subcluster. The L2 upper group, similar to the L1 
group, seems to have built a connection between to be on TV and to come into power. Since 
82% of participants in the L2 upper group were recruited in China and the remaining 18% 
recruited in Brisbane also had learning experience in China, it is likely they had already 
developed a different view about TV programs in China from the other lower and medium 
participants in Brisbane. The L2 lower and medium groups demonstrated a strong tendency to 
cluster to be on TV and to surf the web/get online together and this is possibly due to their 
regard of both TV and internet as public media which offers access to information and 
entertainment with no substantial difference between the two.  
 
6.3.4    Discussion and conclusion 
This section discusses the differences in perceptions concerning sense relatedness between 
L1 and L2 participants and further considers difference within the latter group based on 
proficiency levels. A developmental pattern is identifiable across the different L2 proficiency 
groups. Specifically, the sense relations identified by different L2 groups increasingly 
approximates those identified by L1 as their proficiency level grows. Highly culture-specific 
clusters were only identified by the L2 upper group and L1 group.   
 
The results suggest that the semantic maps produced by participants are mainly based on the 
concreteness, conceptual metaphors, functions and transitivity. The conceptual metaphors 
PUBLICITY IS UP, ACTIVE IS UP and MORE IS UP were recognised by L1 and L2 participants, 
particularly those at the higher proficiency levels. In contrast, the conceptual metaphor 
HIGHER STATUS/SUPERIORITY IS UP is not considered to be a clustering criterion either by L1 
or by L2 in this research. Some clusters with underpinning concepts universal in both 
languages may not necessarily depend on learners‘ experience with the Chinese language. 
The concept of MORE IS UP, for instance, is well established in both languages and cultures. 
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The clustering is well recognised in all three proficiency levels. L2 learners may directly 
transfer the sense relatedness from their L1. 
 
All groups of participants tend to categorise concrete senses together. These concrete senses 
include the prototypical sense to go higher and the closest extensions of the prototype such as 
to get onto a supportive surface. It is also noted that the influence of functions seems 
inevitable on their judgements of relatedness. Transitivity, a grammatical category, is another 
categorising criterion. All these factors suggest that the mental lexicon is usage-based and a 
purely semantic analysis is difficult.  
 
These observations about the commonalities and differences mesh with previous findings. 
The current study suggests that these overlaps are helpful in acquiring native-like connections 
between meanings. It supports the teaching-oriented findings that overlaps in L1 and L2, 
usually conceptual universals, are helpful in L2 vocabulary acquisition (Jarvis, 2000a, 2000b; 
Jarvis & Pavlenko, 2007; Odlin, 2003, 2005, 2008; Pavlenko & Jarvis, 2001; Wolter, 2006). 
On the other hand, language- and culture-specifics and mismatches across L1 and L2, 
especially these culturally loaded concepts, pose obstacles to vocabulary learning. This offers 
supports to previous claims that language and language learning constantly and vigorously 
interact and intertwine with cognition, experience, embodiment and culture (N. C. Ellis, 
2008). 
 
6.4    Chapter Summary 
This chapter has presented the conceptual analyses of shàng in the target constructions and 
reported on how L1 and L2 participants across different proficiency levels perceive the sense 
relatedness of shàng. As L2 proficiency grows, a correspondingly better approximation to the 
L1 semantic map emerged. Conceptual metaphors as well as other factors such as transitivity, 
function, prototypicality and concreteness structured the patterns of the sense relatedness. In 
some respects the learner groups showed simplified connections compared to those of the 
native speakers. Very subtle culture-specific connections identified by the L1 group were 
only recognised by upper L2 proficiency levels.  
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The final chapter will draw the various findings together to examine the sense-relatedness in 
polysemous words as a theoretical construct and operationalisable variable for understanding 
the organisation of these senses in the L1 and L2 lexicons and the role they might play in the 
acquisition of polysemy in the L2. A key element mediating the relationship between 
polysemous senses is conceptual metaphors, as well as other features, namely concreteness, 
function and transitivity. 
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Chapter 7  
Summary and General Discussion 
 
 
7.1    Overview 
The previous three chapters reported results for the three empirical studies. This chapter 
summarises the thesis and presents theoretical, methodological and pedagogical implications. 
It also recommends directions for further research.  
 
7.2    Summary of Findings 
This thesis has investigated the Chinese L2 acquisition of polysemy constructions within the 
lexical network framework, focusing on the polysemous verb shàng.  
 
Chinese L2 shàng has been studied in the literature mainly as a postposition and through the 
corresponding conceptual metaphors that arise in this context. No systematic study of 
Chinese L2 acquisition of shàng used as a verb has been carried out. This research was 
conducted in the theoretical framework of lexical network theory. The central hypothesis is 
that there is an L2 acquisition pattern of polysemy constructions. Development of L2 lexical 
knowledge is a complex process in which both knowledge of overall meanings of polysemy 
constructions and sense relatedness of polysemous items increase as the proficiency level 
improves. The hypothesis structures the research design. It involves 501 Chinese L1 speakers 
and 96 L2 learners of different proficiency levels. With a cross-sectional study, it compares 
L2 data against L1 benchmark that include both subjective judgemental data and objective 
impartial data. The study investigated the L2 acquisition sequence for the target shàng 
constructions, the predictive factors that account for the acquisition sequence and the sense 
relatedness of shàng perceived by L1 users and L2 learners.  
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In order to do the investigation, three empirical studies were conducted. Study 1 established 
L1 data as the benchmark for Study 2. The target shàng constructions were elicited using an 
L1 free production task involving shàng as a verb. The resulting production frequency pattern 
was used as the L1 production prototypicality pattern. Then five other groups of L1 
participants ranked and rated the target shàng constructions from the prototypicality pattern 
on, respectively, the teaching sequence, imageability, concreteness, literalness and subjective 
frequency. In addition, objective frequency data was extracted from two Chinese corpora, a 
predominantly written corpus and a spoken corpus based on public media. The L1 production 
prototypicality pattern and teaching sequence prototypicality pattern were found to be highly 
correlated. Imageability, concreteness and literalness were three lexical features difficult to 
distinguish and therefore were collapsed into one term of concreteness. A substantial 
discrepancy was identified between subjective frequency and objective frequency patterns. 
Neither concreteness pattern nor objective frequency pattern seemed to contribute 
substantially to L1 prototypicality patterns, while subjective frequency contributed 
significantly to both prototypicality patterns.  
 
Study 2 investigated the L2 acquisition pattern of the target constructions. The test consisted 
of a standardised L2 proficiency test and a translation test of the target items. The two sets of 
data were found highly correlated. The pattern produced by implicational scaling analysis 
demonstrated a reliable and stable L2 acquisition sequence for the constructions. Factors 
accounting for acquisition variability among the L2 learners were analysed and it was found 
that L1 prototypicality and subjective frequency were the best predictors of the L2 acquisition 
sequence. By contrast, the L1 concreteness pattern and objective frequency accounted for 
little variability in the sequence.  
 
Study 3 compared L2 learners and L1 speakers‘ perceptions of the sense relatedness of the 
shàng senses. Several major findings emerged. The perceptions of sense relatedness of the 
verb shàng by L1 speakers formed stable clusters. Furthermore, a clear developmental pattern 
was observed in which the L2 learner patterns increasingingly came to resemble the L1 
pattern as proficiency increased. The semantic clusters produced by the L1 and L2 groups 
demonstrated the utility of conceptual metaphors as a basis for relating the different shàng 
constructions and more generally support the use of the lexical network account for 
understanding the acquisition of these constructions by L2 learners. It was also evident that 
perceptions of  sense relatedness is multi-dimensional. In addition to conceptual metaphors, 
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other factors such as concreteness, function, prototypicality and transitivity also appear to 
affect the observed clustering. 
 
7.3    General Discussion 
The significance of the findings for the respective research questions will be discussed here.  
 
Research question (1): Is there an L2 acquisition sequence of the target shàng constructions? 
 
This research question addresses the need to examine the L2 acquisition sequence of 
constructions discussed in Chapter 2. A dynamic developmental pattern, implicational in 
nature,was evident in the L2 learners‘ knowledge of shàng constructions. The sequence was 
systematic and stable, but not strictly linear. The first acquired items and last acquired items 
were more predictable than the intervening items. Items of medium difficulty were more 
variable and unpredictable.  
 
This research contributes to the literature on L2 analysis of SHÀNG/shàng and provides a more 
complete picture of the acquisition of polysemous items. In particular, it contrasts with Jin 
(2011), who examined the Chinese L2 acquisition of spatial metaphors, SHÀNG/XIÀ. In that 
study L2 production corpora were compared against L1 benchmark corpora using a cross-
sectional design. Jin‘s study study was challenged on the grounds of the limitations in the 
quantitative characterisation of the conceptual metaphors and the questionable comparability 
of the heterogenous L1 and L2 corpora used. The present thesis focuses on linguistic 
metaphors which are more tangible and easier to quantify than conceptual metaphors, with 
conceptual metaphors acting as a possible clustering factor. Conceptual metaphor is a 
schematic way of organising linguistic metaphors and not as quantifiable as linguistic items. 
The present study also complements recent research on the locative shàng  by Y. Zhang 
(2013). That study compared support and containment concepts in Chinese and English, 
shàng/on and lǐ/in as adpositions, and investigated the impact of Chinese L1 on the use of in 
and on in English L2 acquisition using picture description data. The role of cross-linguistic 
universals and variations was examined in L2 acquisition. As was the case here, Zhang‘s 
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study demonstrates the usefulness of tapping into participants‘ intuitions and using L1 data as 
the benchmark for L2 learners in acquisition research. 
The findings on the stable and systematic L2 acquisition sequence presented here supports 
previous work that has used implicational sequencing in various domains of  L2 acquisition. 
The previous literature has articulated evidence for the implicational patterning of L2 
development in morphosyntactic learning (e.g., Pienemann, 1998), in phonological learning 
(e.g., Trofimovich et al., 2007), and abundantly in Chinese L2 in sentence patterns (see J. Wu 
& Wang, 2014). The use of implicational ordering in L2 lexical acquisition in the present 
thesis shows that it can provide an informative window on development in the domain of L2 
lexis as well. At the same time, it should be noted that while the implicational nature of L2 
acquisition sequence addresses the acquisition stages by Chinese L2 learners as a group, 
―there is […] sufficient room for the individual to find his own path in the acquisition of the 
L2‖ (Pienemann, 1989, p. 55). 
 
Research question (2): How does the L2 acquisition sequence of the shàng constructions 
correlate with: 
(a) the L1 prototypicality patterns;  
(b) the L1 imageabilty, concreteness and literalness patterns; 
(c) the L1 frequency patterns; and 
(d) the L2 proficiency levels? 
 
The research identifies three factors playing a particularly important role in explaining the 
variability of the L2 acquisition sequencing. They are L1 prototypicality, L1 subjective 
frequency and L2 proficiency level.  
 
The predictive strength of the two L1 prototypicality patterns of the L2 acquisition sequence  
manifested the importance of prototypicality in lexical network and L2 vocabulary 
acquisition. One way in which the lexical network is realised is through prototype, which is 
an important oranisational feature of the mental lexicon. The L1 lexical network structures 
identified in the production and teaching sequence identification tasks both manifested 
prototypicality patterns. Similar prototypicality patterns were evident in the L2 data. 
Comparing the language groups, it was evident that both L1 prototypicality patterns 
predicated the observed L2 pattern to a considerable extent. 
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The strong predictive strength of the two L1-based prototypicality patterns of the L2 
acquisition sequence also lends solid support to the reported presence of L1-based 
prototypicality effects in L2 polysemy learning (Xia & Leung, 2014) and L2 construction 
processibility (N. C. Ellis et al., 2014b). It is noted, however, that in N. C. Ellis et al. (2014b), 
the prototypicality pattern refers to the verb pattern used in certain ―verb-argument‖ 
constructions while in the present research, it is the prototypicality pattern of the whole 
construction.  
 
Evidence provided in regard to the use of prototypicality patterns addresses the concerns over 
its stability and consistency in L2 research. The two L1-based prototypicality patterns and the 
L2-based prototypicality pattern demonstrated their reliability and consistency. The three 
prototypicality patterns were highly consistent, although they were approached from different 
perspectives of L1 and L2. The L1 production prototypicality pattern indicates the retrieval 
sequence of the test constructions. With the production task, the elicited pattern also mirrors 
in what constructions the target word is actually used by most language speakers, rather than 
presenting the uses to participants based on the researcher‘s judgements in literature (e.g., 
Kellerman, 1977, 1978, 1979b). L1 teaching sequence pattern might reflect difficulty in L2 
lexical learning. The elicitation of teaching sequence was in the same vein as Kellerman‘s 
approach to prototypicality based on language users‘ judgement on the translatability of the 
target items. The L2-based pattern approached prototypicality from the perspective of L2 
learners. It demonstrates that lexical acquisition is a systematic procedure and its 
approximation to L1 prototypicality patterns also supports the finding in Kellerman (1979b) 
that L2 learners‘ knowledge of prototypicality is stable and reliable and is highly 
recommended in L2 research. All these findings also accord with the claims that language 
learning is exemplar and usage based (N. C. Ellis, 2002a; N. C. Ellis et al., 2014b) and 
language users have sensible intuitive knowledge of L2 acquisition (Kellerman, 1978, 1979b).  
 
Prototypicality is thus a significant factor in accounting for L2 acquisition, although it is not 
the only factor. In particular, prototypicality patterns and frequency are not completely 
independent. Subjective frequency judgements by L1 users were signifuicant predictors of the 
observed L2 acquisition pattern, while corpus-based objective frequency was not. These 
findings are at odds with N. C. Ellis et al. (2008) and N. C. Ellis et al. (2014b), who argued 
for the reliability of a corpus-based approach to characterising L2 acquisition. The different 
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predictive strengths reported here accords with the previous literature that also reported a 
difference between objective frequency and subjective frequency in psycholinguistic tests 
(e.g., Balota et al., 2004; Brysbaert & Cortese, 2010; Brysbaert & New, 2009). It also 
explains why the previous literature has been inconsistent in reporting frequency effects in L2 
acquisition. Objective frequency from dominantly written text-based corpora alone might not 
be a reliable predictor of L2 acquisition. It is strongly suggested that subjective frequency and 
objective frequency should be used in separately in future L2 lexical research.  
 
Unlike prototypicality and frequency, concreteness did not seem to play any significant role 
in predicting the  L2 acquisition sequence, but it correlated somewhat with both L1 
prototypicality patterns. The limited effect of concreteness might be due to the difference 
between acquisition of single words and constructions. It might be easier to judge the 
concreteness of a single word reported in literature. However, when it was used in ―verb-
noun‖ constructions, the judgement might be affected by the the noun following it and the 
contexts where they were used. The relational nature of the target polysemous shàng might 
also play a role. Shàng is a relational verb that implies dynamic changes, and this might make 
it more difficult for L1 participants to decide on the degree of concreteness than for nouns 
such as church and other verbs such as break, stand, keep and hold discussed in Chapter 2. In 
addition, concreteness may play different roles in L1 and L2 acquisition. Concreteness is an 
important variable in L1 acquisition and children tend to learn concrete items earlier than 
abstract ones. However, in L2 acquisition, L2 learners are mature and sophisticated lexically, 
semantically and conceptually. They rely heavily on their L1 lexical knowledge and 
conceptual knowledge and concreteness may have less significant effect on their acquisition 
sequence than prototypicality and frequency. Finally, the cognitive maturity of L2 learners 
may also play a role. The wide-ranging proficiency levels of participants may explain why 
concreteness was not a significant predictor. For L2 beginners, concreteness may be a 
stronger predictor than for higher proficiency learners. 
 
The present thesis proposes a methodologically manageable model for investigation of the 
psycholinguistic factors in L2 lexical acquisition. For instance, Y. Zhang (2013) suggested 
that other than the proved factors that accounted for L2 acquisition, other factors such as  
prototypicality, concreteness and frequency might be the alternatives. However, no 
quantitative data was presented on the three factors in her study. In the present thesis, by 
 170 
 
focusing on constructions and and tapping L1 and L2 knowledge, it is possible to approach 
the three factors empirically.  
 
The significant correlation between L2 proficiency scores and L2 acquisition patterns lend 
support to previous literature suggesting that L2 proficiency predicts L2 lexical acquisition 
patterns (Leńko-Szymańska, 2014; Schmitt & Carter, 2000; Vidakovic & Barker, 2010). 
However, discrepancy was identified between this result and the findings in Y. Zhang (2013) 
in which no significant correlation was found between L2 proficiency and acquisition pattern. 
It may be because of the smaller number of participants and the smaller ranges of their 
proficiency levels in Y. Zhang (2013). Forty-four Englis L2 participants took the proficiency 
test and all of them resided in Canada. Their proficiency levels were not subject to distinctive 
groups. As a contrast, in the present research, 96 L2 learners were recruited both in Australia 
and in China and they constituted three distinctive proficiency groups. This difference 
suggests that in the long term, L2 lexical acquisition develops along with L2 proficiency 
levels.  
 
Research question (3): How is sense relatedness of the polysemous shàng perceived 
differently by L1 users and L2 learners? 
 
The investigation into the L1 perception of sense relatedness demonstrates the importacne of 
prototypicality in establishing a stable network of polysemous senses. The present research 
provides construct validity for understanding the organisation of polysemous senses from the 
perspective of prototypicality. 
 
The perception of sense relatedness of the verb shàng by L1 users was presented in clusters. 
Both commonalities and differences were observed between this pattern and the model 
proposed in Su and Liu (1999). The concrete items and idiomatic items tend to be grouped 
separately in both patterns. However, the items that are considered closer in Su and Liu 
(1999) are clustered separately in the present thesis. Their sense extension pattern took a 
more linear form, extending from the most concrete and compositional sense to the more 
abstract and idiomatic senses. While little methodological detail was provided in the original 
study, the linear nature of the pattern may be oversimplified. The L1 pattern proposed here 
has greater empirical support and empirical weight than the earlier linear extension pattern. 
The current findings are based on sets of wider-ranging data by eliciting L1 speakers‘ 
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perceptions and a more complete analysis of the data collected. The L1 data also suggest that 
sense relatedness is a multi-dimensional issue. Judgement of sense relatedness depends on 
factors such as conceptual metaphors, functions, concreteness, context, transitivity and 
cultural background. This illustrates that the characterisation of L1 and L2 sense relatedness 
is a very complex issue, and one that may require a range of methods and approaches. 
 
From the conclusions discussed above, implications can be drawn at the theoretical, 
methodological and pedagogical levels. They are presented in the following section.  
 
7.4    Theoretical, Methodological and Pedagogical Implications  
The findings of this study have implications for L2 researchers and educators. In particular 
individuals interested in L2 vocabulary research and instruction may find the evidence for the 
aquisitional patterns presented here useful.  
 
7.4.1    Theoretical implications  
The study provides support for the use of the lexical network approach as an informative way 
to study the acquisition of L2 polysemy constructions. Findings suggest a developmental 
pattern of lexical network knowledge, both in terms of knowledge of constructions and the 
knowledge of interconnectedness of the polysemous senses that parallels the growth of L2 
proficiency. Lexical network is thus an important constituent of learner‘s lexical knowledge 
and L2 lexical network awareness is also an indicator of L2 proficiency level.  
 
The results also suggest that the significance of prototype within the lexical network needs to 
be recognised as an essential feature of the mental lexicon. Prototypicality is a major 
organisation feature for both L1 and L2 lexicon, with both polysemous senses and 
constructions organised in part in accordance with prototypicality patterns. Prototypicality is 
also proved to be stable and consistent as well as reliable in predicting L2 acquisition 
sequence. The recent literature sees the beginning of a revival of prototypicality in lexical 
research (e.g., N. C. Ellis et al., 2014a; N. C. Ellis et al., 2014b; Xia & Leung, 2014). More 
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application of prototypicality in L2 research of constructions is needed to establish the 
generality of the current findings. 
 
L2 lexical acquisition is not a random process. As noted, the pattern acquistion and sense 
relatedness in the L2 comes to resemble that of the L1 as proficiency develops. Cross-
linguistically there is a high degree of agreement between L1 and L2 patterns and there seem 
to be language universals across English and Chinese. The role of these universals in L2 
lexical acquisition needs further research.  
  
7.4.2    Methodological implications 
This study demonstrates the validity of using the construction as the unit of analysis in L2 
vocabulary research. It is clear from the study that L2 acquisition of polysemy constructions 
is a very complex area of research that involves perspectives from psycholinguistics, 
cognitive linguistics and corpus linguistics. The various relevant factors to understanding this 
area, lexical network, prototypicality, frequency and concreteness, necessitate a 
multidisciplinary approach employing multiple methods. Previous literature on the 
dimensions of L2 vocabulary knowledge is mostly descriptive and not explanatory (Schmitt 
& Meara, 1997). The present research has proposed an approach for future empirical studies 
on the construction dimension of L2 lexical knowledge.  
 
The current study is one of the few L2 lexical studies that use implicational scaling. It has 
been demonstrated that implicational scaling analysis is a useful means to characterise the 
acquisition sequence. Strong reproducibility and scalability coefficients can establish the 
sequence and validate the similar pattern obtained from a group of participants. Clustering 
analysis and Multidimensional Scaling also proved to be effective tools for understanding 
sense-relatedness. K-means can reduce a large number of quantitative data into a small 
number of clusters. Multidimensional Scaling can effectively render quantitative data into 
visualised representations and present categorical relations with meaningful spatial distance. 
With the aid of the software Statistica, the spatial distance is precise and manageable. 
Multidimensional Scaling is particularly recommended for semantic proximity data. 
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One big issue for polysemy studies concerns which senses to focus on. In the present study 
the target items were generated by a large number of L1 participants. The test items therefore 
reflected how the polysemous word is actually used by most language speakers. Compared 
with the literature in which the uses are presented to participants based on the researcher‘s 
judgements, the usage-based approach in the present thesis has a more solid foundation as it 
looks into a particular set of highly ocurring items. At the same time although the test items 
selected are highly representative of polysemous shàng constructions, the list is not 
exhaustive. Future studies need to investigate a wider range of polysemy constructions to 
further establish the generality of the findings.  
  
Furthermore, because proficiency level is an important variable here, a wide range of 
participants of different learner groups were sampled in China and Australia. Care was taken 
to ensure that both groups were similar in terms of background and thus comparable for the 
purpose of this thesis. However, sampling of participants is always an issue and there is the 
possibility that the Chinese foreign language learners sampled in Brisbane may produce 
different results from the Chinese second language learners sampled in Beijing. Future 
studies should take care to control the learner variable.  
 
Previous literature has examined the construction as a unit of L2 processing  (e.g., N. C. Ellis, 
1997; N. C. Ellis et al., 2014b) and pedagogy (e.g., Woolard, 2000). This study presents 
evidence concerning the L2 development pattern of such lexico-grammatical relations from 
the perspective of acquisition. It is one of the few L2 acquisition studies of constructions and  
more research is needed in this area. Longitudinal evidence is particularly needed to support 
the findings of the present cross-sectional study. The individual learners‘ acquisition of 
constructions can be investigated over a period of time for a more fine-grained understanding 
of how these forms are acquired.    
 
The thesis also provides a means for future studies to investigate sense relatedness. Sense 
relatedness patterns based on language users‘ judgemental data can be compared with studies 
on polysemous networks that draw on corpus data and the researcher‘s intuitive knowledge. 
The intuitive patterns provides departure points for empirical studies like the present thesis, 
while the sense clusters based on quantitative data mirror patterns based on language users‘ 
knowledge and usage patterns in the language at large. 
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Apart from theoretical and methodological implications, the present thesis also offers insights 
for future teaching practice and teaching-related research.  
 
7.4.2    Implications for future teaching and pedagogy 
Although there is still a long way to go before the evidence presented in the present research 
can be applied directly to language teaching, the findings present some insightful 
implications for L2 teaching practice and teaching-related research.  
 
The frequency results reported in the present study can provide a benchmark for analysis of 
constructions in Chinese L2  textbooks, as done in previous literature in research on ESL 
textbooks (e.g., Brown, 2011; L. Chen, 2010; Gouverneur, 2008). Frequency distribution in 
textbooks, which indicates the order of teaching, can be compared to L1 judgement of 
teaching sequence and L2 acquisition sequence, which may indicate lexical learning 
difficulty. Likewise, frequency in textbooks of different levels is also comparable with 
corpus-based objective frequency data and subjective data for a close investigation of how 
they mirror one another.  
 
Future studies may compare textbook teaching sequences with the research-based acquisition 
sequences. Pienemann (1989) claims the presence of an L2 acquisition sequence of some 
grammatical structures in that that the acquisition of some structures is the prerequisite for 
others. It remains to be seen if the acquisition pattern of polysemous constructions may also 
have a ―processibility‖ sequence. 
 
The well-defined clusters in sense relatedness perceived by L1 speakers and L2 learners may 
have implications for L2 vocabulary learning and teaching. A better understanding of the 
sense relations and lexical networks that comprise the target language may be incorporated 
into teaching and testing materials. In this regard the results prompt a number of questions 
about the teaching of polysemous constructions:  
(1)    To what extent sense relatedness can be taught explicitly? 
(2)    If they can be taught explicitly, does that enhance learner autonomy? 
(3)    To what extent does explicit teaching help learners of different proficiency levels? 
(4)    How predictive are prototypicality patterns in teaching? 
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These questions may be answered in further teaching-related research programs.  
 
7.5    Concluding remarks 
The multidisciplinary approach that incorporates cognitive linguistics, psycholinguistics and 
corpus linguistics into second language acquisition has provided a significant understanding 
of the acquisition of a common polysemous construction by Chinese L2 learners. This 
multidisciplinary approach, while presenting a range of significant challenges to the 
researcher, also promises to yield important and useful insights into the structure and 
development of the mental lexicon, and more generally the development of proficiency in a 
second language. 
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Appendix 5   Consent Forms for Chinese L1 and Chinese L2 participants 
(Note: The English translation for the consent form for Chinese L1 participants is 
identical with the consent form for Chinese L2 participants.) 
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Appendix 6   Production Survey by Chinese L1 Speakers (Chinese with English 
Translation) 
 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
尊敬的女士/先生： 
您好！首先非常感谢您百忙之中答应参与调查。 
我正在研究外国人学习汉语的规律。请您不假思索地用―上．‖字做动词造五个句子。答案没有对错之．．．．．．．
分．。 
 
1.                                                                                                   。       
2.                                                                                                   。 
3.                                                                                                   。 
4.                                                                                                   。 
5.                                                                                                   。 
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40;  (3) 41-50;  (4) 51-60;  (5)  ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear Madam/Sir, 
First of all thanks for agreeing to take part in my survey.  
I am investigating learning and teaching Chinese as a second language. Could you please try to produce 
five sentences with shàng used as a verb spontaneously without too much thinking? There are no right or 
wrong answers. Your time is greatly appreciated. 
1.                                                                                                        .       
2.                                                                                                        . 
3.                                                                                                        . 
4.                                                                                                        . 
5.                                                                                                        . 
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Appendix 7   Ranking Task of Teaching Sequence by Chinese L1 Speakers (Chinese 
and English Translation) 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
大家好！我研究对外汉语教学中词汇的学习和教学规律。请大家先看例子，然后做出自己的判断。
多谢您的宝贵时间！ 
例子: 以含有―红．‖的不同用法为例，假如由您来教外国留学生汉语，您将按照什么样的顺序来教授
这些词语？您可以把这六个含有―红．‖的结构从 1至 6依次排出这些词语的教学顺序，也可以把这些
用法先分组然后排序。每组选定的句子数量和一共分为几组完全取决于您的判断，以下例子中―第
一组‖是最先教的顺序，然后按照教学顺序的先后排序。答案没有正确和错误之分．．．．．．．．．．．。 
         (a). 我喜欢红花．．。 ( b). 她现在是红人．．。(c). 你喝红茶．．吗？ 
         (d). 红灯．．停，绿灯行。(e). 他们一个唱红脸．．，一个唱白脸。(f). 年终分红利．．。 
 
 
 
 
 
 
 
 
 
 
 
以下句子中都有―上．‖的不同用法，假如由您来教外国留学生汉语，您将按照什么样的顺序来教授这
些词语？ 
（a）这些工人可以上岗．．了。 
（b）该上药．．了！ 
可以是这样的教学
顺序： 
第 1组  (a).                
第 2组  (d).                
第 3组  (c).                 
第 4组  (b).        
第 5组  (f).              
第 6组  (e).               
也可以是这样的教学
顺序： 
第 1组 (a).                
第 2组 (c) (d).             
第 3组  (b).                    
第 4组  (e) (f).           
第 5组  ______                       
第 6组  ______                         
还可以是这样的教学
顺序： 
第 1组   (a)  (c) (d)                      
第 2组   (b).           
第 3组  (e)  (f).                    
第 4组  ______               
第 5组  _______                       
第 6组  _______                        
还有很多种其他的排
法…… 
 
(您可以有自己的判断
标准！) 
 
 
 
标准可以自己定！ 
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（c）他上电视．．．了。  
（d）他八点上学．．。 
（e）我们现在上课．．。 
（f）孩子们要上楼．．。 
（g）他上年纪．．．了。 
（h）运动员就要上场．．了。 
（i）必须上城里．．．才能买到这本书。 
（j）你该上车．．了。 
（k）这个商场要上规模．．．。 
（l）他今年九月份上台．．。 
（m）赶紧上菜．．吧！ 
（n）今年很多超市要上马．．。 
（o）他才刚上床．．。 
（p）西瓜就要上市．．了。 
（q）他天天上网．．。 
（r）他坐火车上班．．。 
（s）我们一会儿上街．．吧。 
（t）店里该上货．．了。 
 
 
 
第 1组   _________             
第 2组   _________                        
第 3组   _________              
第 4组   _________        
第 5组   _________              
第 6组   _________           
第 7组   _________              
第 8组   _________            
第 9组   _________       
第 10组 _________ 
第 11组 _________              
第 12组 _________              
第 13组 _________           
第 14组 _________ 
第 15组 _________          
第 16组 _________      
第 17组 _________            
第 18组 _________            
第 19组 _________            
第 20组 _________      
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40;  (3) 41-50;  (4) 51-60;  (5)  ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear all,  
I am studying learning and teaching Chinese as a second language. Please read the following examples and 
make your own judgement. Your time is highly appreciated. 
Examples are given in the following with different uses of the item hóng (red). If you are given a chance to 
teach Chinese as a second language, in what sequence would you teach the following underlined items? 
You can rank the teaching sequence of expressions with hóng either individually from 1 to 6 or categorise 
them into different groups and then rank the groups. You are completely free to decide the number of 
groups and the number of items in each group. Group 1 means what you are going to teach first, and as the 
group number increases, the teaching sequence accordingly drops. There are no right or wrong answers.  
(a). Wǒ  xǐhuān   hóng huā. 
              I    like         hóng  flower 
             ―I like red flowers.‖ 
 
(b). Tā  xiànzài  shì    hóngrén. 
              he now     COP.  hóng person 
             ―He is very popular these days.‖ 
 
(c). Nǐ   hē     hóng  chá    ma? 
           you drink hóng  tea    QM. 
           ―Would you like (some) black tea?‖ 
 
(d).       Hóng dēng    tíng,   lǜ     dēng      xíng. 
             hóng  light    stop   green light      go 
            ―Stop at the red light and go at the green light.‖ 
 
 
(e).       Tāmen   yīgè   chàng    hóngliǎn,   yīgè   chàng  báiliǎn. 
             They    one   play    hóng   face,     the other   play   white face.  
             ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
(f).       Niánzhōng  wǒ men   fēn    hónglì. 
year end      we    divide hóng money 
―At the end of the year we will divide the profits.‖ 
 
* COP.   copular verb 
               QM.    question marker 
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Now in the following there are different uses of shàng, please judge in what order you would teach the 
following underlined items and put the corresponding letters in the grouping box.  
(a) Zhèxiē  gōngrén   kěyǐ   shàng    gǎng    le. 
  these   workers    may  shàng  mound PER. 
             ―These workers are ready to get employed now.‖ 
 
(b)  Gāi        shàng   yào              le. 
              Should  shàng ointment    PER. 
             ―It‘s time to apply ointment.‖ 
 
(c)  Tā shàng  diànshì  le. 
              He shàng TV       PER. 
  ―He was on TV.‖ 
 
(d)  Tā   bā     diǎn          shàng   xué. 
  he  eight o‘clock   shàng   school 
  ―He goes to school at eight.‖ 
 
(e)  Wǒmen xiànzài    shàng  kè. 
  we         now        shàng  class 
  ―Let us start our class now.‖ 
 
(f)  Háizǐmen  yào       shàng  lóu. 
  children    AUX.   shàng  floor 
 ―The children want to go upstairs.‖ 
 
(g)  Tā shàng niánjì   le. 
  He shàng  age    PER 
  ―He is quite old.‖ 
 
(h)  Yùndòngyuán   yào    shàng   chǎng             le. 
 Athletes            AUX. shàng   sports field  PER. 
  ―The athletes are getting onto the sports field.‖ 
 
(i)  Wǒmen  děi     shàng  chénglǐ cáinéng  mǎidào            zhèběn  shū. 
 We      must  shàng  town      can       manage to buy   this       book 
  ―Only by going to town can we buy this book.‖ 
 
(j)  Nǐ    gāi      shàng  chē      le. 
  you should shàng   car      PER. 
Here are some possible answers: 
 
 And there are 
many other 
possible 
combinations… 
 
(You can have 
your own 
criteria!) 
You may teach 
them in this 
order… 
Group 1  (a) (d) (b).            
Group 2  (c). 
Group 3  (e). 
Group 4  (f).      
Group 5  _ 
Group 6  _ 
Or  this order… 
 
Group 1  (a). 
Group 2  (c) (d).  
Group 3  (b). 
Group 4 (f). (e).     
Group 5  __ 
Group 6  __ 
You may teach 
them in this 
order… 
Group 1  (a).                
Group 2  (d).                
Group 3  (c).                 
Group 4  (b).        
Group 5  (f).              
Group 6  (e). 
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 ―It is time to get aboard now.‖ 
 
(k)  Shāngchǎng     yào     shàng guīmó. 
  shopping mall AUX.  shàng scale 
 ―The shopping mall should increase its scale.‖ 
 
(l)  Tā   jīnnián       jiǔyuèfèn     shàng  tái. 
 He   this year    September   shàng stage 
  ―He will come into power this September.‖ 
 
(m)  Gǎnjǐn shàng  cài   ba! 
 Quick    shàng dish SFP.  
  ―Please serve the dishes as soon as possible.‖ 
 
(n)  Jīnnián   hěnduō chāoshì          yào     shàng mǎ. 
  this year  many   supermarkets AUX.  shàng horse 
 ―Many supermarkets will start business this year.‖ 
 
(o)  Tā gāng shàng chuáng. 
  he  just   shàng  bed 
  ―He just went to bed.‖ 
 
(p)  Xīguā            yào     shàng shì      le. 
  watermelon  AUX. shàng market PER. 
 ―Watermelon will be in season soon.‖ 
 
(q)  Tā tiāntiān   shàng wǎng. 
  he day day    shàng Internet 
 ―He gets online every day.‖ 
 
(r)  Tā zuò huǒchē    shàng bān. 
  he take   train      shàng work 
 ―He goes to work by train.‖ 
 
 
(s) Wǒmen  yīhuìér     shàngjiē         ba. 
  we        in a while  shàng street SFP.  
 ―Let‘s get onto the street (go out) in a while.‖ 
 
       (t)   Diànlǐ  gāi       shàng   huò       le. 
              store    need to  shàng  goods   PER. 
 ―The store needs to restock its goods.‖ 
 
          *PER. perfective marker  
               AUX. auxiliary word 
               SFP.  sentence final particle 
               COP.  copular verb 
               QM.  question marker 
 
 
 
 
Group 1 ___________ 
Group 2  ___________ 
Group 3  ___________ 
Group 4  ___________ 
Group 5  ___________ 
Group 6  ___________ 
Group 7  ___________ 
Group 8  ___________ 
Group 9  ___________ 
Group 10 __________ 
Group 11 __________ 
Group 12 __________ 
Group 13 __________ 
Group 14 __________ 
Group 15 __________ 
Group 16 __________ 
Group 17 __________ 
Group 18 __________ 
Group 19 __________ 
Group 20 __________ 
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Appendix 8    Rating Task on Concreteness by Chinese L1 Speakers (Chinese with 
English Translation) 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
大家好！我研究对外汉语的词汇学习和教学。请大家先看例子，然后做出自己的判断。多谢您的宝
贵时间！ 
例子：以 ―红‖的不同搭配为例，这六个含有―红‖的表达不同， 其具体程度也不同。请大家根据自
己的认识，判断句中 ―红‖的具体程度，0表示非常抽象，1、2、3中的具体程度依次递增，4表示
非常具体。请您就此做出判断，并在对应的选项 0-1-2-3-4中做出选择。答案没有正确和错误之．．．．．．．．．．
分．。有人也许这么判断： 
测试项 0  
非常抽象  
1 2 3 4  
非常具体 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c).你喝红茶．．吗？ 0 1 2 3 4 
(d).红灯．．停，绿灯行。 0 1 2 3 4 
(e).他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f).年终分红利．．。 0 1 2 3 4 
 
 
有人也许这么判断：   
测试项 0  
非常抽象  
1 2 3 4  
非常具体 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c). 你喝红茶．．吗？ 0 1 2 3 4 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f).年终分红利．．。 0 1 2 3 4 
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以下各句中动词―上‖的搭配不同， 其具体程度也不同。请大家根据自己的认识，判断句中―上‖的具
体程度，0表示非常抽象，1、2、3中的具体程度依次递增，4表示非常具体。请您就此做出判断，
并在对应的选项 0-1-2-3-4中做出选择。答案没有正确和错误之分．．．．．．．．．．．。多谢您的宝贵时间！ 
测试项 0 
非常抽象 
1 2 3 4 
非常具体 
（a）这些工人可以上岗．．了。 0 1 2 3 4 
（b）该上药．．了！ 0 1 2 3 4 
（c）他上电视．．．了。  0 1 2 3 4 
（d）他八点上学．．。 0 1 2 3 4 
（e）我们现在上课．．。 0 1 2 3 4 
（f）孩子们要上楼．．。 0 1 2 3 4 
（g）他上年纪．．．了。 0 1 2 3 4 
（h）运动员就要上场．．了。 0 1 2 3 4 
（i）必须上城里．．．才能买到这本书。 0 1 2 3 4 
（j）你该上车．．了。 0 1 2 3 4 
（k）这个商场要上规模．．．。 0 1 2 3 4 
（l）他今年九月份上台．．。 0 1 2 3 4 
（m）赶紧上菜．．吧！ 0 1 2 3 4 
（n）今年很多超市要上马．．。 0 1 2 3 4 
（o）他才刚上床．．。 0 1 2 3 4 
（p）西瓜就要上市．．了。 0 1 2 3 4 
（q）他天天上网．．。 0 1 2 3 4 
（r）他坐火车上班．．。 0 1 2 3 4 
（s）我们一会儿上街．．吧。 0 1 2 3 4 
（t）店里该上货．．了。 0 1 2 3 4 
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40; (3) 41-50; (4) 51-60; (5) ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear all, 
I am studying learning and teaching Chinese as a second language. Please look at the following examples 
and make your own judgements. In the following sentences, hóng is used in different expressions with 
different degrees of concreteness. Please judge the concreteness of each hóng in the underlined expressions 
based on your own perceptions, in which 0 stands for ―very abstract‖, with the concreteness increasing with 
the values 1, 2 and 3, and 4 means ―very concrete‖ and choose the corresponding values from 0-1-2-3-4. 
There are no right or wrong answers. One participant might rate the items like this: 
 
 
 
 
 
 
 
 
 
 
 
Test items 
0
 v
ery
  
ab
stract  
1
 
2
 
3
 
4
 v
ery
 
co
n
crete 
 
(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
 ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         share  hóng money 
       ―At the end of the year we will divide the profits.‖ 
 
0 1 2 3 4 
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Another participant might rate the items like this: 
 
 
 
Test items 
0
 v
ery
 
ab
stract 
 1
 
2
 
3
 
4
 v
ery
 
co
n
crete 
 
(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(b) Tā  xiànzài  shì    hóng  rén. 
       he now     COP.  hóng   person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(c) Nǐ    hē        hóng chá   ma? 
       you drink    hóng  tea   QM. 
       ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
       hóng  light    stop   green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(e) Tāmen yīgè chàng hóngliǎn, yīgè   chàng  báiliǎn. 
       They    one   play    hóng   face, the other   play   white face.  
 ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(f) Niánzhōng  wǒ men   fēn    hónglì. 
year end      we          divide hóng money 
       ―At the end of the year we will divide the profits.‖ 
 
0 1 2 3 4 
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In the following sentences, shàng is used in different constructions with different degrees of concreteness. 
Please judge the concreteness of each shàng in the sentences based on your own perceptions, in which 0 
stands for ―very abstract‖, with the concreteness increasing with the values 1, 2 and 3, and 4 means ―very 
concrete‖ and choose the corresponding values from 0-1-2-3-4. There are no right or wrong answers. 
Your time is greatly appreciated.  
 
 
Test items 
0
 v
ery
 
ab
stract 
 1
 
2
 
3
 
4
 v
ery
 
co
n
crete  
(a) Zhèxiē  gōngrén   kěyǐ  shànggǎng    le. 
       these   workers    may  shàng mound PER 
       ―These workers are ready to get employed now.‖ 
 
0 1 2 3 4 
(b)  Gāi      shàng  yào            le. 
        Should  shàng ointment  PER 
        ―It‘s time to apply ointment.‖ 
 
0 1 2 3 4 
(c)   Tā  shàng  diànshì  le. 
        He shàng  TV    PER. 
        ―He was on TV.‖ 
 
0 1 2 3 4 
(d)   Tā  bādiǎn             shàng  xué. 
        he  eight o‘clock   shàng  school 
       ―He goes to school at eight.‖ 
 
0 1 2 3 4 
(e)  Wǒmen  xiànzài     shàng kè. 
       we         now        shàng  class 
      ―Let us start our class now.‖ 
 
0 1 2 3 4 
(f)  Háizǐmen  yào       shàng  lóu. 
      children    AUX.   shàng  floor 
      ―The children want to go upstairs.‖ 
 
0 1 2 3 4 
(g)  Tā  shàng   niánjì  le. 
       He  shàng   age  PER. 
       ―He is quite old.‖ 
 
0 1 2 3 4 
(h)  Yùndòngyuán  yào       shàng   chǎng           le. 
       Athletes           AUX.   shàng   sports field  PER. 
      ―The athletes are getting onto the sports field.‖ 
 
0 1 2 3 4 
(i)  Wǒmen děi  shàng  chénglǐ   cáinéng mǎidào zhè běn shū. 
    We    must shàng  town   can   manage to buy   this book 
      ―Only by going to town can we buy this book.‖ 
 
0 1 2 3 4 
(j)    Nǐ   gāi       shàng   chē le. 
       you should shàng car  PER. 
      ―It is time to get aboard now.‖ 
 
0 1 2 3 4 
(k)  Shāng chǎng      yào        shàng  guīmó. 
       shopping mall   AUX.    shàng  scale 
      ―The shopping mall should increase its scale.‖ 
 
0 1 2 3 4 
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(l)  Tā   jīnnián       jiǔyuèfèn      shàng tái. 
      he   this year    September   shàng stage 
     ―He will come into power this September.‖ 
 
0 1 2 3 4 
(m) Gǎnjǐn    shàng  cài   ba! 
       Quick    shàng   dish SFP.  
       ―Please serve the dishes as soon as possible.‖ 
 
0 1 2 3 4 
(n)  Jīnnián    hěnduō chāoshì            yào     shàng mǎ. 
       this year many     supermarkets  AUX.   shàng horse 
       ―Many supermarkets will start business this year.‖ 
 
0 1 2 3 4 
(o)  Tā gāng   shàng chuáng. 
       he just      shàng  bed 
       ―He just went to bed.‖ 
 
0 1 2 3 4 
(p)  Xīguā           yào     shàng  shì        le. 
      watermelon  AUX. shàng   market  PER. 
      ―Watermelon will be in season soon.‖ 
 
0 1 2 3 4 
(q) Tā  tiāntiān  shàng  wǎng. 
      he day day   shàng  Internet 
     ―He gets online every day.‖ 
 
0 1 2 3 4 
(r)  Tā  zuò   huǒchē  shàngbān. 
      he take   train      shàng work 
 ―He goes to work by train.‖ 
 
0 1 2 3 4 
(s)  Wǒmen  yīhuìér        shàng  jiē        ba. 
      we          in a while   shàng  street    SFP.  
      ―Let‘s get onto the street (go out) in a while.‖ 
 
0 1 2 3 4 
(t)  Diànlǐ  gāi        shàng   huò  le. 
      store     need to  shàng   goods   PER. 
  ―The store needs to restock its goods.‖ 
 
0 1 2 3 4 
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Appendix 9    Rating Task on Imageability by Chinese L1 Speakers (Chinese with 
English Translation)  
 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
我研究对外汉语的词汇学习和教学。请先看含有―红‖的例子，然后对 含有―上‖的表达做出您的判
断。例如： 以下各句中含有―红‖ 的表达不同， 其视觉感知度各也不同。0表示您不能感知到任何
―红‖的视觉效果，1、2、3视觉感知度依次递增，4表示您能非常清晰地感知到―红‖ 的视觉效果。
请您就此做出判断，并在对应的选项 0-1-2-3-4做出选择。答案没有正确与错误之分．．．．．．．．．．．。有人也许这
么判断： 
测试项 0  
感知不到
视觉效果  
1 2 3 4  
视觉效果
非常清晰 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c). 你喝红茶．．吗？ 0 1 2 3 4 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f).年终分红利．．。 0 1 2 3 4 
 
另外有人也许这么判断： 
测试项 0  
感知不到
视觉效果 
1 2 3 4  
视觉效果
非常清晰 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c).你喝红茶．．吗？ 0 1 2 3 4 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f). 年终分红利．．。 0 1 2 3 4 
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以下各句中动词―上‖的用法不同， 其的视觉感知度各也不同。请大家根据自己的认识，判断以下
句子中―上‖的视觉感知度， 0表示您不能感知到―上‖ 的任何视觉效果，1、2、3视觉感知度依次递
增，4表示您能非常清晰地感知到―上‖ 的视觉效果。请您就此做出判断，并在对应的选项 0-1-2-3-4
中做出选择。答案没有正确和错误之分．．．．．．．．．．．。多谢您的宝贵时间！ 
测试项 0 
感知不到
视觉效果 
1 2 3 4 
视觉效果
非常清晰 
（a）这些工人可以上岗．．了。 0 1 2 3 4 
（b）该上药．．了！ 0 1 2 3 4 
（c）他上电视．．．了。  0 1 2 3 4 
（d）他八点上学．．。 0 1 2 3 4 
（e）我们现在上课．．。 0 1 2 3 4 
（f）孩子们要上楼．．。 0 1 2 3 4 
（g）他上年纪．．．了。 0 1 2 3 4 
（h）运动员就要上场．．了。 0 1 2 3 4 
（i）必须上城里．．．才能买到这本书。 0 1 2 3 4 
（j）你该上车．．了。 0 1 2 3 4 
（k）这个商场要上规模．．．。 0 1 2 3 4 
（l）他今年九月份上台．．。 0 1 2 3 4 
（m）赶紧上菜．．吧！ 0 1 2 3 4 
（n）今年很多超市要上马．．。 0 1 2 3 4 
（o）他才刚上床．．。 0 1 2 3 4 
（p）西瓜就要上市．．了。 0 1 2 3 4 
（q）他天天上网．．。 0 1 2 3 4 
（r）他坐火车上班．．。 0 1 2 3 4 
（s）我们一会儿上街．．吧。 0 1 2 3 4 
（t）店里该上货．．了。 0 1 2 3 4 
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40; (3) 41-50; (4) 51-60; (5) ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear all, 
I am studying learning and teaching Chinese as a second language. Please look at the following examples 
and make your own judgements. In the following sentences, hóng is used in different expressions with 
different degrees of imageability. Please judge the imageability of each hóng in the underlined expressions 
based on your own perceptions, in which 0 means you cannot perceive any visual effect of hóng, with the 
imageability increasing with the values 1, 2 and 3, and 4 means you can perceive the visual image of hóng 
very clearly and choose the corresponding values from 0-1-2-3-4. There are no right or wrong answers. 
One participant might rate the items like this: 
 
 
 
 
 
 
 
 
 
 
 
Test items 
0
 N
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1
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4
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ag
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(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea    QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
       ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
0 1 2 3 4 
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Another participant might rate them like this: 
 
 
 
 
Test items 
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(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
       ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
 
0 1 2 3 4 
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Please judge the imageability of shàng in the following sentences based on your own perceptions, in which 
in which 0 means you cannot perceive any visual effect of shàng, with the imageability increasing with the 
values 1, 2 and 3, and 4 means you can perceive the visual image of shàng very clearly. Please choose the 
corresponding values from 0-1-2-3-4 as how you perceive them. There are no right or wrong answers. 
Your time is greatly appreciated.  
 
 
 
Test items 
0
  
N
o
 im
ag
e  
1
 
2
 
3
 
4
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(a) Zhèxiē  gōngrén   kěyǐ  shànggǎng      le. 
       these   workers    may  shàng mound  PER. 
       ―These workers are ready to get employed now.‖ 
 
0 1 2 3 4 
(b)  Gāi      shàng  yào            le. 
        Should  shàng ointment  PER. 
        ―It‘s time to apply ointment.‖ 
 
0 1 2 3 4 
(c)   Tā  shàng  diànshì  le. 
        He shàng  TV    PER. 
        ―He was on TV.‖ 
 
0 1 2 3 4 
(d)   Tā  bādiǎn             shàng  xué. 
        he  eight o‘clock   shàng  school 
       ―He goes to school at eight.‖ 
 
0 1 2 3 4 
(e)  Wǒmen  xiànzài     shàng kè. 
       we         now        shàng  class 
      ―Let us start our class now.‖ 
 
0 1 2 3 4 
(f)  Háizǐmen  yào       shàng  lóu. 
      children    AUX.   shàng  floor 
      ―The children want to go upstairs.‖ 
 
0 1 2 3 4 
(g)  Tā  shàng   niánjì  le. 
       He  shàng   age  PER. 
       ―He is quite old.‖ 
 
0 1 2 3 4 
(h)  Yùndòngyuán  yào       shàng   chǎng           le. 
       Athletes           AUX.   shàng   sports field  PER. 
      ―The athletes are getting onto the sports field.‖ 
 
0 1 2 3 4 
(i)  Wǒmen děi  shàng  chénglǐ   cáinéng mǎidào zhè běn shū. 
    We    must shàng  town   can   manage to buy   this book 
      ―Only by going to town can we buy this book.‖ 
 
0 1 2 3 4 
(j)    Nǐ   gāi       shàng   chē le. 
       you should shàng car  PER. 
      ―It is time to get aboard now.‖ 
 
0 1 2 3 4 
(k)  Shāng chǎng      yào        shàng  guīmó. 
       shopping mall   AUX.     shàng  scale 
0 1 2 3 4 
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      ―The shopping mall should increase its scale.‖ 
 
(l)  Tā   jīnnián       jiǔyuèfèn      shàng tái. 
      he   this year    September   shàng stage 
     ―He will come into power this September.‖ 
 
0 1 2 3 4 
(m) Gǎnjǐn    shàng  cài   ba! 
       Quick    shàng   dish SFP.  
       ―Please serve the dishes as soon as possible.‖ 
 
0 1 2 3 4 
(n)  Jīnnián    hěnduō chāoshì            yào     shàng mǎ. 
       this year many     supermarkets  AUX.   shàng horse 
       ―Many supermarkets will start business this year.‖ 
 
0 1 2 3 4 
(o)  Tā gāng   shàng chuáng. 
       he just      shàng  bed 
       ―He just went to bed.‖ 
 
0 1 2 3 4 
(p)  Xīguā           yào     shàng  shì           le. 
      watermelon  AUX. shàng   market  PER. 
      ―Watermelon will be in season soon.‖ 
 
0 1 2 3 4 
(q) Tā  tiāntiān  shàng  wǎng. 
      he day day   shàng  Internet 
     ―He gets online every day.‖ 
 
0 1 2 3 4 
(r)  Tā  zuò   huǒchē  shàngbān. 
      he take   train      shàng work 
 ―He goes to work by train.‖ 
 
0 1 2 3 4 
(s)  Wǒmen  yīhuìér        shàng  jiē        ba. 
      we          in a while   shàng  street    SFP.  
      ―Let‘s get onto the street (go out) in a while.‖ 
 
0 1 2 3 4 
(t)  Diànlǐ  gāi        shàng   huò         le. 
      store     need to  shàng   goods   PER. 
  ―The store needs to restock its goods.‖ 
 
0 1 2 3 4 
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Appendix 10    Rating task on Literalness by Chinese L1 speakers (Chinese with 
English Translation) 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
我研究对外汉语的词汇学习和教学。请先看含有―红‖的例子，然后对含有―上‖的表达做出您的判
断。例如， 以下各句中―红‖的用法不同，其比喻程度也不相同。请判断这六个句子中含有―红‖的用
语在多大程度上用作本义，多大程度上用作比喻义，并从 0-1-2-3-4中选择，―0‖ 表示比喻程度非常
高，几乎感受不到本义，其本义程度按照 1、2、3依次递增，4表示用作最基本的意思即―红色
的‖。答案没有正确与错误之分．．．．．．．．．．．。有人也许这么判断： 
测试项 0  
比喻程
度很高  
1 2 3 4  
本义 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c). 你喝红茶．．吗？ 0 1 2 3 4 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f). 年终分红利．．。 0 1 2 3 4 
 
  另外有人也许这么判断： 
测试项 0  
比喻程
度很高  
1 2 3 4  
本义 
(a). 我喜欢红花．．。 0 1 2 3 4 
(b). 她现在是红人．．。 0 1 2 3 4 
(c).你喝红茶．．吗？ 0 1 2 3 4 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 
(f). 年终分红利．．。 0 1 2 3 4 
 
 225 
 
动词―上‖用法不同， 其比喻程度也不同。请看以下二十个含有―上‖的句子，并根据您的理解判断
―上‖的比喻程度。0表示 ―上‖的比喻程度非常高，几乎完全感受不到―上‖的本义，其本义程度随
1、2、3依次递增，4表示 ―上‖完全用作本义，―从低处向高处移动‖。请您就此做出判断，并在对
应的选项 0-1-2-3-4中划―√‖或填充颜色。答案没有正确和错误之分．．．．．．．．．．．。多谢您的宝贵时间！ 
 
测试项 0  
比喻程
度很高  
1 2 3 4  
本义 
（a）这些工人可以上岗．．了。 0 1 2 3 4 
（b）该上药．．了！ 0 1 2 3 4 
（c）他上电视．．．了。  0 1 2 3 4 
（d）他八点上学．．。 0 1 2 3 4 
（e）我们现在上课．．。 0 1 2 3 4 
（f）孩子们要上楼．．。 0 1 2 3 4 
（g）他上年纪．．．了。 0 1 2 3 4 
（h）运动员就要上场．．了。 0 1 2 3 4 
（i）必须上城里．．．才能买到这本书。 0 1 2 3 4 
（j）你该上车．．了。 0 1 2 3 4 
（k）这个商场要上规模．．．。 0 1 2 3 4 
（l）他今年九月份上台．．。 0 1 2 3 4 
（m）赶紧上菜．．吧！ 0 1 2 3 4 
（n）今年很多超市要上马．．。 0 1 2 3 4 
（o）他才刚上床．．。 0 1 2 3 4 
（p）西瓜就要上市．．了。 0 1 2 3 4 
（q）他天天上网．．。 0 1 2 3 4 
（r）他坐火车上班．．。 0 1 2 3 4 
（s）我们一会儿上街．．吧。 0 1 2 3 4 
（t）店里该上货．．了。 0 1 2 3 4 
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40;  (3) 41-50; (4) 51-60;  (5)  ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear all, 
I am studying learning and teaching Chinese as a second language. Please look at the following examples 
and make your own judgements. In the following sentences, hóng is used in different constructions with 
different degrees of literalness. Please judge the literalness of each hóng based on your own perceptions, in 
which 0 stands for ―highly figurative‖, with the literalness increasing with the values 1, 2 and 3, and 4 
means ―most literal‖, i.e., the colour of red‖. Please choose the corresponding values from 0-1-2-3-4 as 
how you perceive them. There are no right or wrong answers. One participant might rate the items like 
this: 
 
 
 
 
 
 
 
 
 
 
Test items 
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(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
      ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
  ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
0 1 2 3 4 
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Another participant might rate the items like this: 
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(g) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 
(h) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 
(i) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 
(j) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
        ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 
(k) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
      ―(They two people) one plays the good cop while the other plays the bad cop.‖ 
 
0 1 2 3 4 
(l) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
0 1 2 3 4 
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In the following sentences, shàng is used differently and with different degrees of literalness. Please judge 
the literalness of shàng in the sentences based on your own perceptions, in which 0 stands for ―highly 
figurative‖, with the literalness increasing with the values 1, 2 and 3, and 4 means ―most literal‖. Please 
tick the corresponding values from 0-1-2-3-4 as how you perceive them. There are no right or wrong 
answers. Your time is greatly appreciated.  
 
 
Test items 
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(a) Zhèxiē  gōngrén   kěyǐ  shànggǎng    le. 
       these   workers    may  shàng mound PER. 
       ―These workers are ready to get employed now.‖ 
 
0 1 2 3 4 
(b)  Gāi      shàng  yào            le. 
        Should  shàng ointment  PER. 
        ―It‘s time to apply ointment.‖ 
 
0 1 2 3 4 
(c)   Tā  shàng  diànshì  le. 
        He shàng  TV    PER. 
        ―He was on TV.‖ 
 
0 1 2 3 4 
(d)   Tā  bādiǎn             shàng  xué. 
        he  eight o‘clock   shàng  school 
       ―He goes to school at eight.‖ 
 
0 1 2 3 4 
(e)  Wǒmen  xiànzài     shàng kè. 
       we         now        shàng  class 
      ―Let us start our class now.‖ 
 
0 1 2 3 4 
(f)  Háizǐmen  yào       shàng  lóu. 
      children    AUX.   shàng  floor 
      ―The children want to go upstairs.‖ 
 
0 1 2 3 4 
(g)  Tā  shàng   niánjì  le. 
       He  shàng   age  PER. 
       ―He is quite old.‖ 
 
0 1 2 3 4 
(h)  Yùndòngyuán  yào       shàng   chǎng           le. 
       Athletes           AUX.   shàng   sports field  PER. 
      ―The athletes are getting onto the sports field.‖ 
 
0 1 2 3 4 
(i)  Wǒmen děi  shàng  chénglǐ   cáinéng mǎidào zhè běn shū. 
      We    must shàng  town        can   manage to buy   this book 
      ―Only by going to town can we buy this book.‖ 
 
0 1 2 3 4 
(j)    Nǐ   gāi       shàng   chē le. 
       you should shàng car  PER. 
      ―It is time to get aboard now.‖ 
 
0 1 2 3 4 
(k)  Shāng chǎng      yào        shàng  guīmó. 
       shopping mall   AUX.     shàng  scale 
      ―The shopping mall should increase its scale.‖ 
 
0 1 2 3 4 
(l)  Tā   jīnnián       jiǔyuèfèn      shàng tái. 
      he   this year    September   shàng stage 
     ―He will come into power this September.‖ 
0 1 2 3 4 
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(m) Gǎnjǐn    shàng  cài   ba! 
       Quick    shàng   dish SFP.  
       ―Please serve the dishes as soon as possible.‖ 
 
0 1 2 3 4 
(n)  Jīnnián    hěnduō chāoshì            yào     shàng mǎ. 
       this year many     supermarkets  AUX.   shàng horse 
       ―Many supermarkets will start business this year.‖ 
 
0 1 2 3 4 
(o)  Tā gāng   shàng chuáng. 
       he just      shàng  bed 
       ―He just went to bed.‖ 
 
0 1 2 3 4 
(p)  Xīguā           yào     shàng  shì        le. 
      watermelon  AUX. shàng   market  PER 
      ―Watermelon will be in season soon.‖ 
 
0 1 2 3 4 
(q) Tā  tiāntiān  shàng  wǎng. 
      he day day   shàng  Internet 
     ―He gets online every day.‖ 
 
0 1 2 3 4 
(r)  Tā  zuò   huǒchē  shàngbān. 
      he take   train      shàng work 
 ―He goes to work by train.‖ 
 
0 1 2 3 4 
(s)  Wǒmen  yīhuìér        shàng  jiē        ba. 
      we          in a while   shàng  street    SFP  
      ―Let‘s get onto the street (go out) in a while.‖ 
 
0 1 2 3 4 
(t)  Diànlǐ  gāi        shàng   huò  le. 
      store     need to  shàng   goods   PER 
  ―The store needs to restock its goods.‖ 
 
0 1 2 3 4 
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Appendix 11    Rating Task on Subjective Frequency by Chinese L1 Speakers 
(Chinese with English Translation) 
 
请您圈出您的基本信息。 
性别:   男       女 
年龄：（1）21-30；  （2）31-40；  （3）41-50；（4）51-60；（5）≥61 
职业：（1）学生；（2）职员；（3）其他 , 请说明：  ______________                                     
教育背景：（1）高中毕业；（2）大学在读；（3）学士；（4）硕士；（5）博士 
在校英语学习时间：（1）6年及以下；（2）7 – 8 年；（3）9 – 10 年；（4）11年及以上 
 
大家好！我研究汉语表达的使用频率。汉语有些表达更常用，有些表达不常用。请先看含有―红‖的
例子，然后对含有―上‖的表达做出您的判断。请根据您的日常语言的使用情况（包括日常对话、短
信、阅读、电视、网络），判断以下六个含有―红‖的表达的使用频率，并在 0-1-2-3-4-5-6中做出选
择。其中： 
0： 从来用不到； 
1：一年大约会用到一次； 
2：一个月大约会用到一次； 
3： 一个星期大约会用到一次； 
4：每两天大约会用到一次； 
5：每天大约会用到一次； 
6：每天大约会用到好几次。 
 
答案没有正确与错误之分．．．．．．．．．．．。有人也许这么判断： 
测试项 0 
从未
用过 
1 
一年
一次 
2 
一月
一次 
3 
一周
一次 
4 
两天
一次 
5 
每天
一次 
6 
每天
多次 
(a). 我喜欢红花．．。 0 1 2 3 4 5 6 
(b). 她现在是红人．．。 0 1 2 3 4 5 6 
(c). 你喝红茶．．吗？ 0 1 2 3 4 5 6 
(d). 红灯．．停，绿灯．．行。 0 1 2 3 4 5 6 
(e).他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 5 6 
(f).年终分红利．．。 0 1 2 3 4 5 6 
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另外有人也许这么判断： 
测试项 0 
从未
用过 
1 
一年
一次 
2 
一月
一次 
3 
一周
一次 
4 
两天
一次 
5 
每天
一次 
6 
每天
多次 
(a). 我喜欢红花．．。 0 1 2 3 4 5 6 
(b). 她现在是红人．．。 0 1 2 3 4 5 6 
(c).你喝红茶．．吗？ 0 1 2 3 4 5 6 
(d). 红灯．．停，绿灯行。 0 1 2 3 4 5 6 
(e). 他们一个唱红脸．．，一个唱白脸。 0 1 2 3 4 5 6 
(f). 年终分红利．．。 0 1 2 3 4 5 6 
 
请根据您的日常语言的使用情况（包括日常对话、短信、阅读、电视、网络），判断以下二十个含
有―上‖的词汇结构的使用频率，并在 0-1-2-3-4-5-6中做出选择。答案没有正确与错误之分．．．．．．．．．．．。 
测试项 0 
从未
用过 
1 
一年
一次 
2 
一月
一次 
3 
一周
一次 
4 
两天
一次 
5 
每天
一次 
6 
每天
多次 
（a）这些工人可以上岗．．了。 0 1 2 3 4 5 6 
（b）该上药．．了！ 0 1 2 3 4 5 6 
（c）他上电视．．．了。  0 1 2 3 4 5 6 
（d）他八点上学．．。 0 1 2 3 4 5 6 
（e）我们现在上课．．。 0 1 2 3 4 5 6 
（f）孩子们要上楼．．。 0 1 2 3 4 5 6 
（g）他上年纪．．．了。 0 1 2 3 4 5 6 
（h）运动员就要上场．．了。 0 1 2 3 4 5 6 
（i）必须上城里．．．才能买到这本书。 0 1 2 3 4 5 6 
（j）你该上车．．了。 0 1 2 3 4 5 6 
（k）这个商场要上规模．．．。 0 1 2 3 4 5 6 
（l）他今年九月份上台．．。 0 1 2 3 4 5 6 
（m）赶紧上菜．．吧！ 0 1 2 3 4 5 6 
（n）今年很多超市要上马．．。 0 1 2 3 4 5 6 
（o）他才刚上床．．。 0 1 2 3 4 5 6 
（p）西瓜就要上市．．了。 0 1 2 3 4 5 6 
（q）他天天上网．．。 0 1 2 3 4 5 6 
（r）他坐火车上班．．。 0 1 2 3 4 5 6 
（s）我们一会儿上街．．吧。 0 1 2 3 4 5 6 
（t）店里该上货．．了。 0 1 2 3 4 5 6 
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Please circle the following information that fits you. 
Gender:  male    female 
Age: (1) 21-30; (2) 31-40; (3) 41-50; (4) 51-60; (5) ≥61 
Occupation:  (1) students; (2) office workers; (3) others, please specify                               
Education: (1) High school diploma; (2) Undergraduate student; (3) Bachelor‘s Degree; 
  (4) Master‘s Degree; (5) Doctor‘s Degree 
Years of English education: (1) ≤ 6 years; (2) 7 to 8 years; (3) 9 to 10 years; (4) ≥ 11 years. 
 
Dear all, 
I am studying frequency of use of Chinese expressions. Some expressions are used more often, while 
others are used much less. Please look at the following examples with hóng (red) and make your own 
judgements about the constructions with shàng. In reference to your daily use of Chinese, including your 
daily conversations, text messages, reading, TV and internet, please judge the following underlined 
expressions of hóng (red) and choose the corresponding values from 0-1-2-3-4-5-6 as how often you 
encounter them, in which 0 = never, 1 = once a year, 2 = once a month, 3 = once a week, 4 = once every 
two days, 5 = once a day, 6 = several times a day. There are no right or wrong answers. One participant 
might rate the items like this: 
 
 
 
 
Test items 
0
  n
ev
er 
1
  o
n
ce a y
ear 
2
 o
n
ce a m
o
n
th
 
 3
  o
n
ce a w
eek
 
 4
  o
n
ce ev
ery
 tw
o
 d
ay
s 
 5
  o
n
ce a d
ay
 
 6
  sev
eral tim
es a d
ay
 
 
(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 5 6 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 5 6 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 5 6 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 5 6 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
     ―(They two people) one plays the good cop while the other plays the 
bad cop.‖ 
 
0 1 2 3 4 5 6 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
0 1 2 3 4 5 6 
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Another participant might rate the items like this: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Test items 
0
  n
ev
er 
1
  o
n
ce a y
ear 
2
  o
n
ce a m
o
n
th
 
 3
  o
n
ce a w
eek
 
 4
  o
n
ce ev
ery
 tw
o
 d
ay
s 
 5
  o
n
ce a d
ay
 
 6
  sev
eral tim
es a d
ay
 
 
(a) Wǒ  xǐhuān   hóng huā. 
        I    like         hóng  flower 
       ―I like red flowers.‖ 
 
0 1 2 3 4 5 6 
(b) Tā  xiànzài  shì       hóng  rén. 
       he    now      COP.  hóng person 
       ―He is very popular these days.‖ 
 
0 1 2 3 4 5 6 
(c) Nǐ   hē    hóng   chá   ma? 
      you drink hóng  tea  QM. 
      ―Would you like (some) black tea?‖ 
 
0 1 2 3 4 5 6 
(d) Hóng dēng    tíng,   lǜ     dēng      xíng. 
        hóng  light    stop    green light      go 
       ―Stop at the red light and go at the green light.‖ 
0 1 2 3 4 5 6 
(e) Tāmen yīgè chàng   hóng  liǎn,  yīgè           chàng  báiliǎn. 
       They    one   play    hóng   face,  the other   play   white face.  
―(They two people) one plays the good cop while the other plays the bad 
cop.‖ 
 
0 1 2 3 4 5 6 
(f) Nián zhōng  wǒ men   fēn     hóng lì. 
        year end       we         divide  hóng money 
       ―At the end of the year we will divide the profits.‖ 
 
0 1 2 3 4 5 6 
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Please judge how frequently you come across the following shàng constructions in your daily life including 
your daily conversations, text messages, reading, TV and Internet and choose the corresponding values 
from 0-1-2-3-4-5-6-7 as how often you encounter them, in which 0 = never, 1 = once a year, 2 = once a 
month, 3 = once a week, 4 = once every two days, 5 = once a day, 6 = several times a day. There are no 
right or wrong answers. Your time is greatly appreciated.  
 
 
 
 
Test items 
0
 n
ev
er 
1
 o
n
ce a y
ear 
2
 o
n
ce a m
o
n
th
 
 3
  o
n
ce a w
eek
 
 4
  o
n
ce ev
ery
 tw
o
 d
ay
s 
 5
  o
n
ce a d
ay
 
 6
  sev
eral tim
es a d
ay
 
 
(a) Zhèxiē  gōngrén   kěyǐ  shànggǎng    le. 
       these   workers    may  shàng mound PER 
       ―These workers are ready to get employed now.‖ 
 
0 1 2 3 4 5 6 
(b)  Gāi      shàng  yào            le. 
        Should  shàng ointment  PER. 
        ―It‘s time to apply ointment.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(c)   Tā  shàng  diànshì  le. 
        He shàng  TV    PER 
        ―He was on TV.‖ 
 
0 1 2 3 4 5 6 
(d)   Tā  bādiǎn             shàng  xué. 
        he  eight o‘clock   shàng  school 
       ―He goes to school at eight.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(e)  Wǒmen  xiànzài     shàng kè. 
       we         now        shàng  class 
      ―Let us start our class now.‖ 
 
0 1 2 3 4 5 6 
(f)  Háizǐmen  yào       shàng  lóu. 
      children    AUX.   shàng  floor 
      ―The children want to go upstairs.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(g)  Tā  shàng   niánjì  le. 
       He  shàng   age  PER. 
       ―He is quite old.‖ 
 
0 1 2 3 4 5 6 
(h)  Yùndòngyuán  yào       shàng   chǎng           le. 
       Athletes           AUX.   shàng   sports field  PER 
      ―The athletes are getting onto the sports field.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(i)  Wǒmen děi  shàng  chénglǐ   cáinéng mǎidào zhè běn shū. 
      We    must shàng  town   can   manage to buy   this book 
      ―Only by going to town can we buy this book.‖ 
 
0 1 2 3 4 5 6 
(j)    Nǐ   gāi       shàng   chē le. 
       you should shàng car  PER. 
      ―It is time to get aboard now.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(k)  Shāng chǎng      yào        shàng  guīmó. 0 1 2 3 4 5 6 
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       shopping mall   AUX.     shàng  scale 
      ―The shopping mall should increase its scale.‖ 
 
(l)  Tā   jīnnián       jiǔyuèfèn      shàng tái. 
      he   this year    September   shàng stage 
     ―He will come into power this September.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(m) Gǎnjǐn    shàng  cài   ba! 
       Quick    shàng   dish SFP.  
       ―Please serve the dishes as soon as possible.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(n)  Jīnnián    hěnduō chāoshì            yào     shàng mǎ. 
       this year many     supermarkets  AUX.   shàng horse 
       ―Many supermarkets will start business this year.‖ 
 
0 1 2 3 4 5 6 
(o)  Tā gāng   shàng chuáng. 
       he just      shàng  bed 
       ―He just went to bed.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(p)  Xīguā           yào     shàng  shì        le. 
      watermelon  AUX. shàng   market  PER. 
      ―Watermelon will be in season soon.‖ 
 
0 1 2 3 4 5 6 
(q) Tā  tiāntiān  shàng  wǎng. 
      he day day   shàng  Internet 
     ―He gets online every day.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(r)  Tā  zuò   huǒchē  shàngbān. 
      he take   train      shàng work 
 ―He goes to work by train.‖ 
 
0 1 2 3 4 5 6 
(s)  Wǒmen  yīhuìér        shàng  jiē        ba. 
      we          in a while   shàng  street    SFP  
      ―Let‘s get onto the street (go out) in a while.‖ 
 
0 
 
1 
 
2 
 
3 
 
4 
 
5 
 
6 
 
(t)  Diànlǐ  gāi        shàng   huò         le. 
      store     need to  shàng   goods   PER. 
  ―The store needs to restock its goods.‖ 
 
0 1 2 3 4 5 6 
 
*AUX.: auxiliary word 
PER.:  perfective marker 
SFP.: sentence-final particle 
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Appendix 12    Test Paper for Chinese L2 Participants 
Nationality _____________   Gender___________ Email ______________________________ 
Please choose your language background from the following:  ___________  
(1) Native English speakers with native English parents.        
(2) Native English speakers with Chinese-speaking parent(s) 
(3) Native English speakers with parents that are native speakers of Asian languages    
(4) Other languages that you have learned for more than a year (please specify___________)  
 
I. Please judge whether the following matches are right or wrong. Use ―√‖ for the right matches and ―×‖ for the 
wrong ones, as illustrated in the examples.  
 
 
 
 
Examples 
 
diàn shì  
 电视  
 
 
× 
 
fēi  jī  
飞 机 
 
√ 
 
 
1. 
 
xiě  
 写  
 
 
 
2.  
 
tīng  
听 
 
 
 
3.  
 
cài  
 菜  
 
 
 
4. 
 
 
tā  
他 
 
 
 
    5. 
 
 
gǒu  
 狗  
 
 
 
 
II. Please match the right sentences from A – F to sentences 6-10.  
例如
l ì r ú
：你
nǐ
喝 水
hēshuǐ
吗
ma
？                                F             A. 医 院
yīyuàn
。 
6. 那个
nàge
 人
rén
 是
shì
 谁
shuí
？                       B. 下雨
xiàyǔ
了
le
。 
7. 他
tā
 女儿
nǚér
 多大
duōdà
 了
le
？                       C.  我
wǒ
不
bù
认识
rènshi
他
tā
。 
 237 
 
8. 你
nǐ
 的
de
 同 学
tóngxué
 在
zài
 哪儿
nǎer
 工 作
gōngzuò
？                D.  7 岁
suì
。 
9. 昨
zuó
天
tiān
 上
shàng
午
wǔ
 天气
tiānqì
 怎 么 样
zěnmeyàng
？                              E.  下个月
xiàgèyuè
。 
10. 爸爸
bàba
 什 么
shénme
 时 候
shíhòu
 来
lái
 北 京
běijīng
 呢
ne
？                F.  好的
hǎode
，谢
xiè
谢
xiè
！ 
 
 
III. Please match the right sentences from A – F to sentences 11-15.  
A. 一
yī
个
gè
 鸡蛋
jīdàn
，喝
hē
 了
le
 些
xiē
 牛 奶
niúnǎi
。 
B. 还
hái
 可以
kěyǐ
，不
bù
 到
dào
300 元
yuán
。 
C. 这儿
zhèer
 有
yǒu
 商 店
shāngdiàn
 吗
ma
？我
wǒ
 想
xiǎng
 去
qù
 买
mǎi
 点 儿
diǎnér
 东 西
dōngxī
。 
D. 是
shì
 吗
ma
？我
wǒ
 的
de
 手 表
shǒubiǎo
 慢
màn
 了
le
？ 
E. 他
tā
 在
zài
 哪儿
nǎer
 呢
ne
？你
nǐ
 看 见
kànjiàn
 他
tā
 了
le
 吗
ma
？ 
F. 那
nà
 我
wǒ
 和
hé
 你
nǐ
 一起
yìqǐ
 去
qù
。 
 
例如
l ì r ú
：他
tā
 还
hái
 在
zài
 教 室
jiàoshì
 里
l ǐ
 学习
xuéxí
。                                     E                     
11.  9 点
diǎn
？现 在
xiànzài
 已经
yǐjīng
 9 点
diǎn
 25 了
le
。 
12.  你
nǐ
 的
de
 手机
shǒujī
 是
shì
 白色
báisè
 的
de
？ 真
zhēn
 漂 亮
piàoliang
， 贵
guì
 吗
ma
？ 
13.  鸡蛋
jīdàn
 吃
chī
 完
wán
 了
le
，下午
xiàwǔ
 我
wǒ
 再
zài
 买
mǎi
 一些
yìxiē
。 
14.  向 前
xiàngqián
 走
zǒu
，就
jiù
 在
zài
 那儿
nàer
。 
15.  第一次
dìyīcì
 来
lái
 这儿
zhèer
？ 早 上
zǎoshang
 吃
chī
 什 么
shénme
了
le
 吗
ma
？                
 
 
IV. Please fill up the following blanks in brackets with the proper letters.  
完
wán
     B. 进
jìn
    C. 过
guò
     D. 千
qiān
     E. 贵
guì
   F. 自 行 车
zìxíngchē
 
例如
l ì r ú
：这儿
zhèer
 的
de
 羊 肉
yángròu
 很
hěn
 好 吃
hàochī
， 但 是
dànshì
 也
yě
 很
hěn
（E）。 
16. 这个
zhège
 船
chuán
 非 常
fēicháng
 大
dà
，可以
kěyǐ
 坐
zuò
 几
j ǐ
（        ）人
rén
。 
17. 请
qǐng
（        ），这
zhè
 就是
jiùshì
 我
wǒ
 的
de
 房 间
fángjiān
。 
18. 昨 天
zuótiān
 的
de
 考试题
kǎoshìtí
 太
tài
 多
duō
，我
wǒ
 没
méi
有
yǒu
 做
zuò
（        ）。 
19. 我
wǒ
 没
méi
 去
qù
（       ） 中 国
zhōngguó
，我
wǒ
 希 望
xīwàng
 今 年
jīnnián
 能
néng
 去
qù
 中 国
zhōngguó
 旅游
lǚyóu
。 
20. 女
nǚ
：对不起
duìbuqǐ
，我
wǒ
 不 能
bùnéng
 和
hé
 你
nǐ
 一起
yìqǐ
 去
qù
 买
mǎi
（        ）了
le
。 
男
nán
: 没
méi
关
guān
系
xi
，我
wǒ
知
zhī
道
dào
你
nǐ
很
hěn
忙
máng
。 
 
A. 其实
qíshí
    B. 感 冒
gǎnmào
 C. 附近
fùjìn
 D. 舒服
shūfu
 E. 声 音
shēngyīn
       F. 把
bǎ
 
例如
l ì r ú
：她
tā
说 话
shuōhuà
的
de
（E） 多
duō
好 听
hǎotīng
啊
ā
！ 
21. 电 影
diànyǐng
 马 上
mǎshàng
 就
jiù
 要
yào
 开始
kāishǐ
 了
le
，（  ）手机
shǒujī
 关
guān
 了
le
 吧
ba
。 
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22. 他
tā
 很
hěn
 高
gāo
，这
zhè
 张
zhāng
 桌 子
zhuōzǐ
 太
tài
 低
dī
， 坐
zuò
 着
zhe
 很
hěn
 不
bù
 （  ）。 
23. 您
nín
 可以
kěyǐ
 选 择
xuǎnzé
 火 车 站
huǒchēzhàn
 （  ）的
de
 宾 馆
bīnguǎn
，住
zhù
 那儿
nàer
 会
huì
 更
gèng
 方 便
fāngbiàn
。 
24. 天气
tiānqì
 冷
lěng
，你
nǐ
 多
duō
 穿
chuān
 点 儿
diǎnér
 衣服
yīfu
，小 心
xiǎoxīn
 （  ）。 
25. 对
duì
 一
yī
个
gè
 女人
nǚrén
 来
lái
 说
shuō
， 漂
piào
亮
liang
、 聪
cōng
明
míng
 都
dōu
 很
hěn
 重
zhòng
要
yào
，但
dàn
（  ） 更
gèng
 重
zhòng
要
yào
 的
de
 是
shì
 快
kuài
乐
lè
。  
 
A. 禁止
jìnzhǐ
   B. 海 洋
hǎiyáng
      C. 推迟
tuīchí
       D. 坚 持
jiānchí
         E. 顺 便
shùnbiàn
          F. 估计
gūjì
 
例如
l ì r ú
：她
tā
 每 天
měitiān
 都
dōu
（D）走路
zǒulù
 上 下 班
shàngxiàbān
，所以
suǒyǐ
 身体
shēntǐ
 一直
yìzhí
 很
hěn
 不错
búcuò
。 
26. 你
nǐ
 去
qù
 买
mǎi
 啤酒
píjiǔ
 吗
ma
？（ ） 帮
bāng
 我
wǒ
 买
mǎi
 一
yī
 盒
hé
 牛 奶
niúnǎi
 吧
ba
。 
27. 刚 才
gāngcái
 听
tīng
 广 播
guǎngbō
 说
shuō
 明 天
míngtiān
 可 能
kěnéng
 会
huì
 下
xià
 大雨
dàyǔ
，足球
zúqiú
 比赛
bǐsài
 恐 怕
kǒngpà
 要
yào
（ ）了
le
。 
28. 飞机
fēijī
 上
shàng
（ ） 使 用
shǐyòng
 手机
shǒujī
，飞 行
fēixíng
 过 程
guòchéng
 中
zhōng
 手机
shǒujī
 也
yě
 要
yào
 关 上
guānshàng
。 
29. 明 天
míngtiān
 就
jiù
 可以
kěyǐ
 在
zài
 网 上
wǎngshàng
 查
chá
 成 绩
chéngjì
 了
le
，我
wǒ
（ ）这
zhè
次
c ì
 考
kǎo
 得
dé
 不
bù
 坏
huài
。 
30. 地
dì
球
qiú
 上
shàng
 约
yuē
71%的
de
 地
dì
方
fāng
 是
shì
 蓝
lán
色
sè
 的
de
（）。 
 
 
V. Please choose the right answer to each question and put a ―√‖ after it.  
例如
l ì r ú
：您
nín
 是
shì
 来
lái
 参加
cānjiā
 今 天
jīntiān
 会议
huìyì
 的
de
 吗
ma
？您
nín
 来
lái
 早
zǎo
 了
le
 一点儿
yìdiǎner
， 现 在
xiànzài
才
cái
 8 点 半
diǎnbàn
。您
nín
 先
xiān
 进
jìn
来
lái
 坐
zuò
 
吧
ba
。 
★会议
huìyì
 最
zuì
 可
kě
能
néng
 几
j ǐ
 点
diǎn
 开
kāi
始
shǐ
？ 
A. 8 点
diǎn
  B. 8 点
diǎn
半
bàn
  C. 9 点
diǎn
 √ 
31. 下 班
xiàbān
  后
hòu
，在
zài
  路 上
lùshang
  遇到
yùdào
 一
yī
 个
gè
   老 同 学
lǎotóngxué
 。 好 久
hǎojiǔ
 没
méi
 见 面
jiànmiàn
，我 们
wǒmen
就
jiù
 在
zài
 公 司
gōngsī
 旁 边
pángbiān
 
那个
nàge
 咖 啡 馆
kāfēiguǎn
 坐了坐
zuòlezuò
 ， 一 边
yìbiān
 喝
hē
 咖啡
kāfēi
 一 边
yìbiān
 说
shuō
 了
le
 些
xiē
 过 去
guòqù
 的
de
 事
shì
 ， 所以
suǒyǐ
 回来
huílái
 晚
wǎn
 了
le
。 
★ 根据
gēnjù
 这
zhè
 段
duàn
 话
huà
 ， 可以
kěyǐ
 知 道
zhīdào
：  
     A. 他
tā
 回 到
huídào
 家
jiā
 了
le
          B. 他
tā
 正 在
zhèngzài
 喝
hē
 咖啡
kāfēi
        C. 咖 啡 馆
kāfēiguǎn
 在
zài
 公 园
gōngyuán
 旁 边
pángbiān
 
32. 我
wǒ
 对
duì
 这儿
zhèer
 很
hěn
 满 意
mǎnyì
，虽然
suīrán
 没 有
méiyǒu
 花 园
huāyuán
，但 是
dànshì
 离
l í
 河 边
hébiān
 很
hěn
 近
jìn
 ，那里
nàli
 有
yǒu
 草地
cǎodì
 ， 有
yǒu
 大树
dàshù
 ， 
还 有
háiyǒu
 鸟
niǎo
 ； 虽然
suīrán
 冬 天
dōngtiān
 天气
tiānqì
 很
hěn
 冷
lěng
 ， 但 是
dànshì
 空 气
kōngqì
 新 鲜
xīnxiān
 ， 而且
érqiě
 房 间
fángjiān
 里
l ǐ
 一点儿
yìdiǎner
 也
yě
 不
bù
 冷
lěng
。 
     ★ 使
shǐ
 他
tā
 觉得
juéde
 满 意
mǎnyì
 的
de
 是
shì
： 
   A. 没 有
méiyǒu
 花 园
huāyuán
   B. 房 间
fángjiān
 很大
hěndà
  C. 离
l í
河
hé
 很
hěn
近
jìn
 
33. 人 们
rénmen
 常
cháng
 说
shuō
 ： 今 天
jīntiān
 工 作
gōngzuò
 不
bù
 努力
nǔlì
 ， 明 天
míngtiān
 努力
nǔlì
 找
zhǎo
 工 作
gōngzuò
。 
     ★ 这
zhè
 句
jù
 话
huà
 的
de
 主 要
zhǔyào
 意思
yìs i
 是
shì
： 
   A．要
yào
 努力
nǔlì
 工 作
gōngzuò
  B. 明 天
míngtiān
 会
huì
 更 好
gènghǎo
  C.时 间
shíjiān
 过
guò
 得
dé
 太
tài
 快
kuài
 
34. 今 天
jīntiān
12 号
hào
 了
le
 ， 晚 上
wǎnshang
 陈阿姨
chénāyí
 要
yào
 来
lái
 家里
jiālǐ
 ， 家里
jiālǐ
 有
yǒu
 菜
cài
 ， 有
yǒu
鱼
yú
 ， 还
hái
 有 些
yǒuxiē
 羊 肉
yángròu
 ， 但 是
dànshì
 
没 有
méiyǒu
 水 果
shuǐguǒ
 了
le
 ， 你
nǐ
 去
qù
 买
mǎi
 些
xiē
 香 蕉
xiāngjiāo
、 葡萄
pútáo
 吧
ba
 ， 再
zài
 买
mǎi
 个
gè
 西瓜
xīguā
？ 
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     ★ 家里
jiālǐ
 需要
xūyào
 买
mǎi
 什 么
shénme
？ 
     A. 鸡蛋
jīdàn
      B. 水 果
shuǐguǒ
   C. 果 汁
guǒzhī
 
35. 我
wǒ
 去 年
qùnián
 春 节
chūnjié
 去
qù
 过
guò
 一
yī
 次
c ì
 上 海
shànghǎi
 ， 今 年
jīnnián
 再
zài
 去
qù
 的
de
 时 候
shíhòu
 ，发 现
fāxiàn
 那里
nàli
 的
de
 变 化
biànhuà
 非 常
fēicháng
 大
dà
 。 
经 过
jīngguò
 那
nà
 条
tiáo
 街道
jiēdào
 时
shí
 ， 我
wǒ
 几乎
j īhū
 不
bù
 认识
rènshi
 了
le
。 
     ★ 根据
gēnjù
 这
zhè
 段
duàn
 话
huà
，可以
kěyǐ
 知 道
zhīdào
： 
A. 现 在
xiànzài
 是
shì
 春 节
chūnjié
       B. 上
shàng
海
hǎi
 变
biàn
化
huà
 很
hěn
 大
dà
  C. 上
shàng
海
hǎi
 人
rén
 很
hěn
 热
rè
情
qíng
 
36. 她
tā
 很
hěn
 活 泼
huópō
， 说 话
shuōhuà
 很
hěn
 有 趣
yǒuqù
 ， 总 能
zǒngnéng
 给
gěi
 我 们
wǒmen
 带来
dàilái
 快乐
kuàilè
 ， 我 们
wǒmen
  都
dōu
 很
hěn
 喜 欢
xǐhuan
 和
hé
 她
tā
 在
zài
 
一起
yìqǐ
。 
★她
tā
 是
shì
 个
gè
 什 么 样
shénmeyàng
 的
de
 人
rén
 ？ 
A．幽 默
yōumò
              B.马虎
mǎhu
   C. 骄傲
jiāoào
   D.害 羞
hàixiū
 
37. 当
dāng
 我
wǒ
 觉得
juéde
 累
lèi
 的
de
 时 候
shíhòu
 ， 我
wǒ
 就
jiù
 找
zhǎo
 一
yī
 个
gè
 安 静
ānjìng
 的
de
 地 方
dìfāng
 ， 一 边
yìbiān
 喝茶
hēchá
 一 边
yìbiān
 听
tīng
 音 乐
yīnyuè
 。 弟弟
dìdì
 
正 好
zhènghǎo
 和
hé
 我
wǒ
 相 反
xiāngfǎn
 ， 这 种
zhèzhǒng
 时 候
shíhòu
 ， 他
tā
 喜 欢
xǐhuan
 去
qù
 热闹
rènao
 的
de
 地 方
dìfāng
 ， 和
hé
 别 人
biérén
 一起
yìqǐ
 唱 歌
chànggē
 、
跳 舞
tiàowǔ
。 
★弟弟
dìdì
 累
lèi
 的
de
 时 候
shíhòu
 ：  
 A .讨 厌
tǎoyàn
 约 会
yuēhuì
    B.喜 欢
xǐhuan
 玩
wán
 电 脑
diànnǎo
   
 C . 会
huì
 找
zhǎo
 我
wǒ
 聊 天
liáotiān
                               D. 会
huì
 去
qù
 唱 歌
chànggē
 跳 舞
tiàowǔ
 
38. 只 有
zhǐyǒu
 动 作
dòngzuò
 没 有
méiyǒu
 感 情
gǎnqíng
 的
de
 表 演
biǎoyǎn
 是
shì
 没 有
méiyǒu
 生 命 力
shēngmìnglì
 的
de
 ， 一
yī
 个
gè
 好的
hǎode
 演 员
yǎnyuán
 ， 想
xiǎng
 要
yào
 
拉
lā
 近
jìn
 和
hé
 观 众
guānzhòng
 的
de
 距离
j ù l í
 ， 就 要
jiùyào
 学 会
xuéhuì
 用
yòng
 感 情
gǎnqíng
 和
hé
 观 众
guānzhòng
 进 行
jìnxíng
 对 话
duìhuà
 和
hé
 交 流
jiāoliú
 。 
★ 表 演
biǎoyǎn
 要
yào
 具有
jùyǒu
 生 命 力
shēngmìnglì
 ， 应 该
yīnggāi
 重 视
zhòngshì
 什 么
shénme
 ？  
 A. 生 命
shēngmìng
  B. 感 情
gǎnqíng
  C. 动 作
dòngzuò
   D.感 觉
gǎnjué
 
39. 同 情
tóngqíng
 是
shì
 最
zuì
 美 好
měihǎo
 的
de
 情 感
qínggǎn
 之一
zhīyī
 ， 然而
ránér
 同 情
tóngqíng
 并 不 是
bìngbúshì
 高 高 在 上
gāogāozàishàng
 的
de
 关 心
guānxīn
 ， 它
tā
 
应 该
yīnggāi
 是
shì
 对
duì
 别 人
biérén
 精力
jīnglì
 的
de
 情 感
qínggǎn
 的
de
 理解
lǐjiě
 、 尊 重
zūnzhòng
 和
hé
 支持
zhīchí
。 
★这
zhè
 段
duàn
 话
huà
 认 为
rènwéi
 ， 同 情
tóngqíng
 ：  
  A． 很
hěn
无 聊
wúliáo
     B. 让
ràng
 人
rén
 难 受
nánshòu
   
  C.   不
bú
 是
shì
 可
kě
 怜
lián
                   D.  是
shì
 暂
zàn
 时
shí
 的
de
  
40. 我 们
wǒmen
 对
duì
 失败
shībài
 应 该
yīnggāi
 有
yǒu
 正 确
zhèngquè
 的
de
 认识
rènshi
 。 偶尔
ǒuěr
 的
de
 失败
shībài
 其实
qíshí
 可以
kěyǐ
 让
ràng
 我 们
wǒmen
 清 楚
qīngchǔ
 自己
z ì j ǐ
 
还 有
háiyǒu
 什 么
shénme
 地 方
dìfāng
 需要
xūyào
 提高
tígāo
 ， 这
zhè
 可以
kěyǐ
 帮 助
bāngzhù
 我 们
wǒmen
 走 向
zǒuxiàng
 最 后
zuìhòu
 的
de
 成
chéng
 功
gōng
 。  
 ★―这
zhè
‖指
zhǐ
的
de
是
shì
： 
A．仔
z ǐ
细
xì
  B.认
rèn
真
zhēn
  C. 失
shī
败
bài
          D. 准
zhǔn
确
què
的
de
判
pàn
断
duàn
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VI．  Please try to translate the following shàng constructions into proper English INDEPENDENTLY WITHOUT 
referring to any dictionaries. The results will be completely anonymous and confidential. You can get the result if you 
provide your contact details. 
Sentences                                    Item meaning The highlighted phrase here means: 
（1）这
zhè
 些
xiē
 工
gōng
 人
rén
  可
kě
 以
yǐ
 上
shàng
 岗
gǎng
 了
le
。 上
shàng
岗
gǎng
： 
（2）该
gāi
 上
shàng
 药
yào
 了
le
！ 上
shàng
药
yào
： 
（3）他
tā
 上
shàng
 电
diàn
 视
shì
 了
le
。 上
shàng
电
diàn
视
shì
： 
（4）他
tā
 上
shàng
 学
xué
 去
qù
 了
le
。 上
shàng
学
xué
： 
（5）你
nǐ
 几
jǐ
 点
diǎn
 上
shàng
 课
kè
？ 上
shàng
课
kè
： 
（6）孩
hái
 子
zi
 们
men
 要
yào
 上
shàng
 楼
lóu
。 上
shàng
楼
lóu
： 
（7）他
tā
 上
shàng
 年
nián
 纪
jì
 了
le
。 上
shàng
 年
nián
纪
jì
： 
（8）运
yùn
 动
dòng
 员
yuán
 就
jiù
 要
yào
 上
shàng
 场
chǎng
 了
le
。 上
shàng
场
chǎng
： 
（9）必
bì
 须
xū
 上
shàng
 城
chéng
 里
l ǐ
 才
cái
 能
néng
 买
mǎi
 到
dào
 这
zhè
 本
běn
 书
shū
。 上
shàng
城
chéng
里
l ǐ
： 
（10）你
nǐ
 该
gāi
 上
shàng
 车
chē
 了
le
。 上
shàng
车
chē
： 
（11）这
zhè
 个
ge
 商
shāng
 场
chǎng
 要
yào
 上
shàng
 规
guī
 模
mó
。 上
shàng
规
guī
模
mó
：                                                                               
（12）他
tā
 今
jīn
 年
nián
  九
jiǔ
 月
yuè
 份
fèn
 上
shàng
 台
tái
。 上
shàng
台
tái
： 
（13）赶
gǎn
 紧
jǐn
 上
shàng
 菜
cài
 吧
ba
！ 上
shàng
菜
cài
： 
（14）今
jīn
 年
nián
 很
hěn
 多
duō
 超
chāo
 市
shì
 要
yào
 上
shàng
 马
mǎ
。 上
shàng
马
mǎ
： 
（15）他
tā
 才
cái
 刚
gāng
 上
shàng
 床
chuáng
。 上
shàng
床
chuáng
： 
（16）西
xī
 瓜
guā
 就
jiù
 要
yào
 上
shàng
 市
shì
 了
le
。 上
shàng
市
shì
： 
（17）他
tā
 天
tiān
 天
tiān
 上
shàng
 网
wǎng
。 上
shàng
网
wǎng
： 
（18）他
tā
 坐
zuò
火
huǒ
车
chē
上
shàng
 班
bān
。 上
shàng
班
bān
： 
（19）我
wǒ
 们
men
 一
yì
 会
huì
 儿
er
 上
shàng
 街
jiē
 吧
ba
。 上
shàng
街
jiē
： 
(20) 店
diàn
里
l ǐ
 该
gāi
 上
shàng
货
huò
   了
le
。 上
shàng
货
huò
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Appendix 13    Advertisement to Recruit Chinese L2 Participants in Brisbane 
 
Hi, I am a doctoral student studying how Chinese learners acquire the vocabulary of Chinese. For the moment I am looking for learners of Chinese to do a Chinese test, which 
might last 40-50 minutes depending on your speed. All your personal information is strictly confidential. You can choose when to do it so it is very flexible. Every student is 
paid $15 on the spot. Responses from me will be very helpful to your study. Please write down your details clearly so that I can make an appointment with you. Thanks a 
lot! 
(Language background: native language of your parents and any other languages that you have studied for more than one year) 
Email: xxxxxxxxxx      
 
Name  Student ID Native language Other language 
background 
Email address Phone number Available time slots 
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Appendix 14    Advertisement to Recruit Chinese L2 Participants of English L1 in Beijing 
 
Chinese Learners of Native English Background Wanted 
 
Researcher from the University of Queensland, Australia 
is looking for Chinese learners of native English background 
to participate in a Chinese test. 
The test will take 40-50 minutes. 
You will be rewarded 100 RMB and responses from the researcher. 
Your personal information is strictly confidential. 
The time is very flexible. 
 
Please contact the researcher via mobile or email. Thanks.  
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Appendix 15    Participant Information Sheet (PIS) to Chinese L2 participants  
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Appendix 16    Chinese L2 Learners’ Translation Data for Implicational Scaling Analysis 
Partici. ID 
Trans. 
total Q5 Q17 Q18 Q4 Q10 Q6 Q15 Q3 Q19 Q9 Q8 Q16 Q1 Q7 Q13 Q20 Q14 Q11 Q12 Q2 
 
s33 18 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 0 1 1  
s35 18 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 1 0  
s36 16 1 1 1 1 1 1 1 1 1 0 1 0 1 1 1 1 0 1 0 1  
s51 16 1 1 1 1 1 1 1 1 0 1 1 1 1 1 1 1 0 0 1 0 
 
s38 16 1 1 1 1 1 1 1 1 1 1 1 1 1 0 1 0 1 1 0 0  
s1 15 1 1 1 1 1 1 1 1 1 1 1 0 1 1 1 1 0 0 0 0  
s53 15 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0  
s71 15 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 1 0 0 0 0  
s39 15 1 1 1 1 1 1 1 1 1 1 0 0 1 1 1 1 0 0 0 1  
s30 15 1 1 1 1 1 1 1 1 1 0 1 0 1 1 1 1 0 0 0 1  
s27 16 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 0 1 0 0  
s86 16 1 1 1 1 1 1 1 1 1 1 1 1 0 1 1 0 0 1 1 0  
s87 15 1 1 1 1 1 1 1 1 1 1 0 1 1 1 0 1 1 0 0 0  
s16 15 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0  
s22 14 1 1 1 1 1 0 1 1 1 1 1 1 1 1 1 0 0 0 0 0  
s41 13 1 1 1 1 1 0 1 1 1 1 1 1 0 1 1 0 0 0 0 0  
s24 12 1 1 1 1 1 1 1 1 0 0 1 1 1 1 0 0 0 0 0 0  
s72 14 1 1 1 1 1 1 0 1 1 1 1 1 1 1 0 1 0 0 0 0  
s94 15 1 1 1 1 0 1 1 1 1 1 1 1 1 1 0 1 0 1 0 0  
s34 13 1 1 1 1 1 1 1 1 1 1 0 1 0 1 0 1 0 0 0 0  
s91 13 1 1 1 1 1 1 0 1 1 1 1 1 1 0 0 0 1 0 0 0  
s18 12 1 1 1 1 1 1 1 1 1 1 0 0 1 0 1 0 0 0 0 0  
s55 13 1 1 1 1 1 1 1 1 1 1 0 1 0 1 0 0 0 1 0 0  
s64 12 1 1 1 1 0 1 1 1 1 1 1 0 0 1 1 0 0 0 0 0  
 246 
 
s10 13 1 1 1 1 1 1 1 1 1 1 1 1 0 0 1 0 0 0 0 0  
s52 12 1 1 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0  
s28 12 1 1 1 1 0 0 1 1 1 1 0 1 1 0 0 1 1 0 0 0  
s61 12 1 1 1 1 1 1 0 1 1 1 1 1 1 0 0 0 0 0 0 0  
s19 11 1 1 1 1 1 1 1 1 1 0 1 1 0 0 0 0 0 0 0 0  
s23 11 1 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0 0  
s56 13 1 1 1 1 1 1 1 1 1 0 0 1 0 0 1 0 1 0 1 0  
s29 13 1 1 1 1 1 1 1 1 0 1 1 1 0 1 1 0 0 0 0 0  
s57 12 1 1 1 1 1 1 1 0 1 1 1 0 0 1 1 0 0 0 0 0  
s63 11 1 1 1 1 1 1 1 0 0 1 0 1 1 0 1 0 0 0 0 0  
s32 12 1 1 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0  
s20 11 1 1 1 1 1 1 1 1 0 0 0 1 1 0 1 0 0 0 0 0  
s93 10 1 1 1 1 1 1 1 0 1 0 0 0 1 0 0 0 1 0 0 0  
s59 11 1 1 1 1 0 0 1 1 1 1 1 1 0 0 1 0 0 0 0 0  
s96 12 1 1 1 1 1 1 1 1 1 0 1 1 0 0 0 1 0 0 0 0  
s62 11 1 1 1 1 1 1 1 1 0 1 1 1 0 0 0 0 0 0 0 0  
s70 11 1 1 1 1 1 1 1 1 1 0 0 0 0 1 0 0 1 0 0 0  
s12 10 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 1 0 0 0  
s13 10 1 1 1 1 1 1 1 0 1 1 0 0 0 0 0 0 1 0 0 0  
s67 9 1 1 1 1 1 1 1 0 0 1 0 0 0 0 0 1 0 0 0 0  
s7 10 1 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0 0 0  
s40 9 1 1 1 1 1 1 1 0 1 1 0 0 0 0 0 0 0 0 0 0  
s42 9 1 1 1 1 1 0 1 1 1 1 0 0 0 0 0 0 0 0 0 0  
s31 9 1 1 1 1 1 1 1 1 0 0 0 0 0 1 0 0 0 0 0 0  
s58 9 1 1 1 1 1 1 1 1 0 0 0 0 1 0 0 0 0 0 0 0  
s4 9 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0  
s73 9 1 1 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0  
s83 9 1 1 1 1 0 1 1 1 1 0 0 1 0 0 0 0 0 0 0 0  
s88 8 1 1 1 1 1 0 1 0 1 1 0 0 0 0 0 0 0 0 0 0  
s37 7 1 1 1 0 1 1 0 1 1 0 0 0 0 0 0 0 0 0 0 0  
 247 
 
s21 7 1 1 1 0 1 0 0 1 1 0 1 0 0 0 0 0 0 0 0 0  
s74 6 1 1 0 0 1 0 1 0 1 0 0 1 0 0 0 0 0 0 0 0  
s46 6 1 0 0 1 0 1 1 0 0 0 0 0 0 1 1 0 0 0 0 0  
s11 7 1 1 1 0 1 1 0 0 0 1 0 0 0 0 0 0 1 0 0 0  
s15 7 1 1 1 1 0 1 0 0 1 0 0 0 0 0 0 0 0 1 0 0  
s6 7 1 1 1 1 0 0 1 1 0 1 0 0 0 0 0 0 0 0 0 0  
s9 7 1 1 1 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0  
s69 7 1 1 1 0 1 1 0 0 1 0 0 0 0 0 0 0 1 0 0 0  
s65 7 1 1 1 0 1 1 0 0 1 0 0 1 0 0 0 0 0 0 0 0  
s90 7 1 1 1 1 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0  
s66 6 1 1 1 1 0 0 1 0 0 0 0 0 1 0 0 0 0 0 0 0  
s82 6 1 1 1 1 0 0 0 1 0 0 0 0 0 0 1 0 0 0 0 0  
s14 5 1 1 1 0 1 0 0 1 0 0 0 0 0 0 0 0 0 0 0 0  
s49 5 0 0 1 1 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0  
s54 5 1 1 0 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0  
s85 5 1 1 0 1 0 0 1 1 0 0 0 0 0 0 0 0 0 0 0 0  
s84 4 1 1 0 1 0 0 0 0 0 0 0 0 1 0 0 0 0 0 0 0  
s60 4 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s81 4 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s92 4 1 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s3 4 1 1 1 0 0 0 0 0 0 1 0 0 0 0 0 0 0 0 0 0  
s26 4 1 1 1 0 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s5 3 1 0 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s25 3 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s43 3 1 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s44 3 1 0 0 0 0 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0  
s78 3 1 0 0 0 0 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0  
s95 3 1 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s17 2 1 0 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
 248 
 
s48 2 0 0 0 0 0 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0  
s68 2 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s75 2 1 0 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s8 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s45 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s76 1 0 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s77 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s79 1 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s2 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s47 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s50 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s80 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
s89 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0  
Average   0.89 0.87 0.76 0.73 0.61 0.61 0.56 0.53 0.49 0.41 0.32 0.33 0.24 0.24 0.24 0.15 0.10 0.07 0.06 0.06  
  Q5 Q17 Q18 Q4 Q10 Q6 Q15 Q3 Q19 Q9 Q8 Q16 Q1 Q7 Q13 Q20 Q14 Q11 Q12 Q2 Total  
Ranking   1 2 3 4 5.5 5.5 7 8 9 10 11 12 13 15 14 16 17 18 19.5 19.5  
Correct 
responses 87 80 73 72 59 60 59 55 50 41 31 34 27 26 25 15 12 7 5 4 
 
822  
Errors to the  
acquired  
 
4 3 5 7 10 8 7 8 9 7 10 8 3 1 2 2 3 3 1 1 102 
Error to the 
not acquired  
 
0 4 1 2 0 4 5 7 3 4 1 3 7 9 11 7 9 5 2 2 86 
Subtotal of 
errors             4 7 6 9 10 12 12 15 12 11 11 11 10 10 13 9 12 8 3 3 188 
 
 
Partici. ID = participant ID 
Trans. total = total score of translated items by each participant 
S = student (participant in the present research) 
Q = question (test item in the present research) 
         : the suggested the dividing diagonal for the items that were predicted to be acquired (to the left of the diagonal) and those predicted not to be acquired (to the right of the 
diagonal)  
         : ―errors‖ that were made to the items that were predicted to be acquired based on the dividing diagonal, i.e., items that were predicted to be known that were actually not  
         : ―errors‖ that were made to the items that were not predicted to be acquired based on the dividing diagonal, i.e., items that were not predicted to be known that were actually 
known 
